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ABSTRACT 
 
The Influence of Speaking Anxiety on Oral Language Development in the Foreign   
Language Classroom 
(English and Spanish as Foreign Languages) 
 
The main objective of this M.A. thesis is to investigate which factors bear the highest rate of 
occurrence in terms of speaking anxiety, to explore the reasons behind in-class speech anxiety 
and determine suitable measures that are likely to alleviate speaking anxiety among anxious 
learners. Hence, the theoretical part acknowledges the strong influence of affective factors for 
successful foreign language learning, and explores, in detail, the causes, symptoms and “de-
bilitating” effects of speech anxiety that more often than not impede the learner from convey-
ing the desired content and successfully developing their speech in a foreign language class-
room. The empirical part is based on the analysis of a questionnaire fulfilled by two classes of 
primary and secondary school learners who are both learning English as their first foreign 
language and Spanish as their second foreign language. The analysis investigates the follow-
ing aspects of speech anxiety: main causes, relations between patterns of interaction and the 
degree of anxiety, relations between the type of a speaking activity and the degree of anxiety, 
relations between assessment and the degree of anxiety and lastly, the degree of speech anxie-
ty in terms of the first and second foreign language. Apart from the analysis, interviews with 
primary and secondary language teachers allow for a more pragmatic and personal analysis of 
speech anxiety regarding their personal teaching experience. 
 
 
Key words: English as a foreign language, Spanish as a foreign language, foreign language 
learning, foreign language anxiety, speaking anxiety, anxious learner, speaking activities. 
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RESUMEN 
La influencia de la ansiedad sobre el desarrollo de la producción oral en el aula de len-
gua extranjera 
(Inglés y español como lenguas extranjeras) 
 
El objetivo principal del trabajo final del master es investigar los factores mas influyentes que 
provocan la ansiedad en el aula de lengua extranjera, explorar las razones que contribuyen a la 
aparición de la ansiedad en la expresión oral y finalmente determinar las medidas adecuadas 
para aliviar el efecto de este tipo de ansiedad en el alumno ansioso. Por lo tanto, la parte teóri-
ca expone la fuerte influencia del dicho factor afectivo para un aprendizaje exitoso y se orien-
ta a investigar en detalle las causas, síntomas y consecuencias negativas de la ansiedad en la 
expresión oral que frecuentemente impide la transmisión del contenido deseado por parte del 
alumno y con ello el óptimo desarrollo de su competencia oral. La parte empírica esta basada 
en el análisis del cuestionario llevado a cabo entre los alumnos de la escuela primaria y se-
cundaria que están aprendiendo ingles como su primera lengua extranjera y el español como 
segunda lengua extranjera. En cuanto al contenido, la parte empírica se orienta hacia los si-
guientes aspectos principales: causas clave de la ansiedad en la comunicación oral, relaciones 
entre los patrones de interacción y el grado de ansiedad, las relaciones entre la actividad de 
habla y el grado de ansiedad, las relaciones entre la evaluación y el grado de ansiedad, y por 
ultimo, el papel del primer y segundo idioma extranjero en cuanto al grado de ansiedad pre-
sente. Las entrevistas con profesores de español e ingles en escuela primaria y secundaria 
están basadas en su propia experiencia que atañe la ansiedad ante la destreza oral.  
 
Palabras clave: inglés como lengua extranjera, español como lengua extranjera, aprendizaje 
de lenguas extranjeras, ansiedad en el aprendizaje de lenguas extranjeras, ansiedad en comu-
nicación oral, alumno ansioso, actividades de expresión oral. 
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IZVLEČEK 
Vpliv anksioznosti na razvijanje govornih zmožnosti pri pouku tujega jezika 
(Angleščina in španščina kot tuji jezik) 
 
Osrednji namen magistrskega dela je preučiti najpogostejše dejavnike, ki vplivajo na razvoj 
tesnobe pri tujejezikovnem sporočanju, raziskati vzroke za nastanek anksioznosti pri pouku 
tujega jezika in določiti ustrezne pristope in metode dela za zmanjšanje tesnobe pri 
sporočanju in sporazumevanju znotraj tujejezikovnega razreda. Teoretični del tako obravnava 
pomembno vlogo čustvenih dejavnikov za uspešno učenje tujega jezika in podrobno razišče 
vzroke, simptome in negativne pojave govorne anksioznosti, ki v veliki meri preprečujejo 
uspešno tujejezikovno sporočanje in sporazumevanje kot tudi razvoj govornih zmožnosti pri 
pouku tujega jezika. Empirični del je zasnovan na analizi vprašalnika med učenci 
osnovnošolskega in srednješolskega izobraževanja, ki se učijo dva tuja jezika, angleščino kot 
prvi tuji jezik in španščino kot drugi tuji jezik. Glavni vidiki raziskovalnega dela so: ključni 
vzroki tujejezikovne govorne anksioznosti, odnosi med učno obliko govorne aktivnosti in 
stopnjo anksioznosti, odnosi med tipom govorne dejavnosti in stopnjo anksioznosti, vloga 
ocenjevanja ustnih dejavnosti in stopnja anksioznosti, in nazadnje še tesnoba govora glede na 
to ali je ciljni jezik učenčev prvi ali drugi tuji jezik. Intervjuji z osnovnošolskimi in 
srednješolskimi učitelji omogočajo bolj pragmatično in osebno analizo govorne tesnobe, ki 
temelji na njihovih dosedanjih izkušnjah.   
 
Ključne besede: angleščina kot tuji jezik (EFL), španščina kot tuji jezik (ELE), učenje tujih 
jezikov, učna anksioznost, tesnoba govora, anksiozen učenec, govorne dejavnosti. 
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1. INTRODUCTION 
 
New techniques with old attitudes may amount to no change, while new attitudes even with old techniques can 
lead to significant change. 
(Underhill 1999, in Arnold 2009: 148) 
The main objectives of this MA thesis concentrate on the analysis of the major stressors for 
foreign language speaking anxiety in order to determine effective strategies to enhance the 
learner’s oral production in terms of in-class teaching and learning. The idea for this M.A. 
thesis stems from my English and Spanish teaching experience at both primary and secondary 
schools as well as tutoring primary and secondary foreign language learners at Educational 
Center Horizont in Ljubljana. Teaching practice and tutoring have thus both prompted my 
interest in the role of affective factors and reinforced my belief that a positive learning envi-
ronment is one of the key ingredients for a successful and effective speech production for in-
class interaction.  
It is reasonable to believe that the productive skill of speaking is considered as the most im-
portant and used language skill in everyday communication. Interestingly, however, speaking 
probably continues to reflect low to medium levels of anxiety in oral production and interac-
tion. Besides, a myriad of research in the field outline that affective factors, such as anxiety, 
are likely to be responsible for mental blockades in the progress of FL speech production and 
thus impede effective oral development. This is precisely why I want to focus on the role of 
affective factors in the foreign language classroom; thus to determine suitable approaches and 
strategies that can lower FL speaking anxiety.  
The structure of this MA thesis is as follows: first, the theoretical part highlights and defines 
the concepts of “anxiety” and “foreign language anxiety” followed by several other theoreti-
cal aspects: the aspect of speaking anxiety in both primary and secondary schooling, the role 
of affective factors that are linked to speaking anxiety, manifestations of speech anxiety along 
with types of speaking activities that enhance anxiety, the role of oral assessment and aca-
demic success with regards to affective characteristics, and lastly the teacher-student approach 
towards anxiety-free learning.  
The empirical part is based on both quantitative (questionnaire) and qualitative (interviews) 
data. Additionally, the questionnaire has three open-ended questions that allow for more sub-
tle and delicate interpretations regarding the analysis. This is how I aim to explore the most 
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common causes of anxiety and investigate how speech anxiety can be alleviated within the FL 
classroom. What follows is a chapter of the results and a discussion where final comments on 
confirmed or rejected hypotheses emerge. The thesis concludes with implications and certain 
limitations of the study with brief suggestions for potential further research. 
 
2. LIST OF ABBREVIATIONS AND DEFINITIONS 
 
FL = foreign language 
L-2 / TL = second language / target language 
L-3 = third language 
SLA = second language acquisition 
CA = communication apprehension 
CEFR =  The Common European Framework of Reference for Languages 
FLA = foreign language anxiety 
FLCAS  = foreign language classroom anxiety scale 
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3. LITERATURE REVIEW 
 
3.1     DEFINITIONS OF ANXIETY FROM A PSYCHOLOGICAL                   
PERSPECTIVE 
 
For the purposes of this thesis, it is important to bear in mind the difference between the terms 
anxiety and anguish. Both terms are regarded as synonyms in less formal contexts, however, 
for the purposes of educational and psychological research the term anxiety is usually used 
whereas the term anguish is predominantly used in the field of philosophy (Hribar 2007: 75).  
Anxiety can undoubtedly be classed as a considerable affective element in the learning pro-
cess. In general, the learning apprehension correlates with negative emotional self-perceptions 
and characteristics such as frustrations, self-doubts, and tension (Arnold and Brown 1996, in 
Daubney 2002: 287). In a similar manner, Gardner and Maclyntre (1993, ibid.: 290) estab-
lished that anxiety is “fear or apprehension occurring when a learner is expected to perform in 
the second or foreign language.” Likewise, nervousness and worry are often classified as 
characteristic emotions that accompany the learning process, but only arise in individuals who 
are more prone to the learning anxiety (Spielberger 1983, in Horwitz 2001: 113). Hence, in 
view of several authors, it can be argued that the TL learning can be hampered by the anxiety 
which can further impede a successful skill development.  
According to Fox-Lopp and McLaughlin (2015: 10), anxiety possesses traits of social phobia 
as it involves the extreme fear of giving public speeches or presentations. It is interesting to 
note that Maclyntre (1995, in Tittle 1997: 12) also agrees with the above authors and confirms 
that language learning anxiety is indeed a form of social anxiety as it involves a certain degree 
of embarrassment in communicative contexts. Hence, it is reasonable to determine that the 
much needed speaking in-class practice can often be filled with frustrations that can unfortu-
nately assist to hamper the speech development.   
From a broad perspective, there are three main approaches to the study of anxiety: trait anxie-
ty, state anxiety, and situation-specific anxiety (Maclyntre and Gardner 1991, in Wang 2005: 
13). In its simplest form, state anxiety is usually classified as an unpleasant temporary emo-
tion that learners experience in occasional situations such as test examinations. On the other 
hand, learners with trait anxiety are predisposed to perceive several learning situations as 
threatening which is due to their personality (Spielberger 1983, in Wang 2005: 13-14). The 
notion of personality factor and trait anxiety is further discussed in more detail in the follow-
ing chapters. To continue, when state anxiety persists in the learning classroom it can unfor-
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tunately transforms into the situation-specific anxiety (FLA) with repetitive upsetting feelings 
in the classroom (Bowen 2009: 30). Here, it has to be stressed that situation-specific anxiety 
is predominantly known under the name foreign language anxiety. Both terms are, thus syno-
nyms and can be used interchangeably. 
In short, in-class speaking activities, evaluative situations (e.g. oral exam) and personality 
features can all give rise to situation-specific anxiety model which is bound specifically to the 
foreign language learning classrooms.   
3.2 FOREIGN LANGUAGE ANXIETY 
 
Foreign language anxiety is “a distinct complex of self-perceptions, beliefs, feelings and be-
haviours related to classroom learning arising from the uniqueness of the language learning 
process” (Horwitz et al. 1986: 128). To illustrate, Maclyntre and Gardner (in Horwitz 2001: 
113) expose that FLA is a phenomenon that comprises negative feelings and emotions which 
are specific to the learning classroom. 
From the late 1960s and 1970s, the research on the affective factors saw an increase of inter-
est regarding foreign language learning (Blair 1982, in Yamashiro and McLaughlin 2001: 
113). Accordingly, linguists and educators Horwitz, Horwitz and Cope were the first to intro-
duce the construct of a situation-specific anxiety as the primal factor responsible for negative 
in-class reactions (Horwitz 2001: 114-115). Similarly, Krashen (1982: 32) determined that 
anxiety negatively affects the language development which overall hinders the language in-
put. Predominantly, it is believed to be found in public speaking, oral examinations, and in-
class group discussions (Wang 2009: 20). What is more, FLA can be easily detected through 
low oral communication, partial oral messages, short language units of speech and forgetful-
ness (Horwitz et al. 1986, in Valladeres Segovia 2015: 9).  
Hence, anxious learners face several obstacles in the development of their oral proficiency 
which is not the result of poor language ability or low motivation only. Therefore, the anxious 
learner needs to be recognized in the class as their potential negative beliefs can be regarded 
as crucial TL impediments. In fact, Horwitz (1986; 2001, in Rodriguez and Delgado 2008: 
212) established that poor communicative ability is mainly due to negative self-perceptions 
and low confidence. It follows from this that the use of TL as a means of communication and 
the development of oral competence is primarily achieved when anxiety levels are low      
(Ortega 2007: 108).  
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From a broader perspective, we have to accentuate a range of factors responsible for the 
learners’ language progress. For example, Williams and Burden (1997, in Ortega 2007: 122) 
give rise to external factors (student-teacher interaction, student-student interaction, family, 
cultural and educational background), environmental factors (classroom comfort, teaching 
materials, classroom size) and internal affective factors (the learner interest, self-perceived 
competence, attitudes to language learning, affective states of confidence, fears, anxiety) 
which together contribute to the language development in the class. Similarly, Arnold and 
Brown (1999, in Arnold 2009: 145) distinguish between the internal affective factors “such as 
self-esteem, anxiety, inhibition, willingness to take risks, learning styles, self-efficacy and 
motivation” and relational aspects where the proper guidance towards work facilitation and 
classroom (group) dynamics stem out as primal factors regarding the very notion of classroom 
affect. The above features, pertaining to external, internal (affective), and environmental (re-
lational) aspects of language learning are further discussed throughout Chapter 4  (“Speaking 
Skill and Oral Production in a FL Classroom”).  
From the given we can agree with the findings which show that at least a third of learners 
experience apprehensive states in the foreign language classes due to a versatile model of 
FLA (Horwitz et al. 2010, in Gkonou 2011: 268). 
3.2.1 PERFORMANCE ANXIETIES IN A FOREIGN LANGUAGE                 
CLASSROOM 
 
3.2.1.1  Test anxiety 
Test anxiety refers to self-doubts and the fear of failure that induce peer-comparison and fur-
ther make the learner experience uncomfortable emotional state in the classroom (Gutierrez 
1995, in Berrios-Reyes 2017: 30). In addition, Sarason (1984; in Pavlin 2012: 31) found out 
that the fear of failure mostly stems from constant comparison with other classmates regard-
ing their level of language aptitude. Hence, these days the pivotal importance of assessment is 
closely correlated with negative learning emotions. In other words, positive emotion can be 
easily neglected in the classroom due to high expectations of the school demanding and oblig-
atory grading system. To illustrate, Strahan (2003, in Pavlin 2012: 23) determined that anx-
ious students with traits of test anxiety achieve lower grades due to two main reasons: poor 
class participation and avoidance of oral FL participation. Thus, low class participation and 
low speech development often stem from assessment that makes the learner freeze during the 
classroom practice.  
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Accordingly, perfectionist thoughts and unrealistic expectations can also make the learner 
experience test anxiety (Horwitz 1986, in Čiček 2014: 10). To illustrate, Puklek (1997, in 
Pavlin 2012: 31) emphasizes that anxiety creates the image of “mental absence” in the mind 
and therefore prevents the learner from monitoring their speech and focusing on the given 
activity with success. Consequently, low self-esteem, poor in-class achievements, or even 
overall school passiveness emerge as a result (Piechurska-Kuciel 2008, in Čiček 2014: 10).  
Overall, the presence of assessing and grading can evoke in-class test apprehension before 
and during exams which then debilitates the learner from showing their true language ability. 
3.2.1.2  Communication apprehension  
 
Communication apprehension (henceforth CA) is basically a phenomenon that shows through 
shyness or fear in social interactions or communicative interactions with other individuals 
(Horwitz et al. 1986, in Zybert 2006: 128). More specifically, the overall concept of CA pri-
marily concentrates on the fear of public speaking in speaking classrooms, especially in small 
group discussions and pairwork activities (McCroskey 1984, in Pérez-Paredes and Martínez-
Sánchez 2001: 345). Here, we should accentuate that the communicatively apprehensive 
learner should not be seen as less able or less talented, as the truth for their “oral resilience” is 
often due to their personality traits.  
Krashen (1982: 33) managed to determine that successful “second language acquisition” is 
only possible when the input is comprehensible enough and when the anxiety low filter pre-
vail. For example, new vocabulary or poor understanding of the teacher criteria and the lesson 
aims can quickly bring about in-class apprehension (Daly 1991, in Zybert 2006: 128). In addi-
tion, Lee (2014: 9) argues that low verbal communication can be also rapidly triggered by low 
self-confidence that has a determinant role in language achievement. To rephrase, the learner 
with a negative self-image is more likely to avoid classroom interaction due to constant com-
parison with others and fear of ridicule. On the contrary, a self-confident learner has a well-
off image which makes them attempt language risks to a far-off greater extent compared to 
their less-confident counterparts.  
In order to provide the learner with a positive learning environment, there is a need to moti-
vate the learner in “mistake-making” as this strategy facilitates their fluency development and 
risk-taking both in the classroom and real-life context. The notion of risk-taking is further 
discussed in Chapter 6 (“Recommendations to Alleviate Speaking Anxiety”).  
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3.2.2 THE NOTION OF DEBILITATIVE AND FACILITATIVE ANXIETY  
 
The notion of facilitative and debilitative anxiety was first introduced in the 1960s by Alpert 
and Harber (Berrios-Reyes 2017: 29). On one hand, competitiveness can be perceived as a 
facilitative learning element that positively enhances the subject to actively engage in the 
classroom whereas debilitative anxiety produces inferiority feelings in the learner and causes 
their avoidance from the in-class engagement (Bailey 1983, in Ortega 2007: 115). Still, the 
notion of competitiveness is double-edged; on one hand it can boost the subject to actively 
engage, but on the other, however, it can often be regarded as one of the apprehensive factors 
that lead to class-comparison and learner apprehension. This is to say, competitiveness is 
more likely to produce negative tension in the learner whereas positive tension prevails in 
rather simple learning challenges.  
Facilitative anxiety is beneficiary to the L 2 learning predominantly because it keeps the 
learner alert in the execution of the task whereas debilitative anxiety induces avoidance     
behaviour along with self-doubts (Scovel 1987; Brown 1987; in Oxford 1992: 35). Likewise, 
as stated by Young (1990, in Wang 2005: 15) facilitating anxiety brings about efficient lan-
guage performance while debilitating anxiety, as the name hints, has as a result a poor and 
impeding speech performance. As can be seen, the debilitating effect of anxiety “tools” the 
learner with difficulties in the field of listening comprehension, vocabulary acquisition and 
the overall achievement (Gardner et al., 1997, in Hurd 2007: 2). Similarly, Zybert (2006: 124) 
highlights that debilitative anxiety prevents the learner from efficient verbal and oral demon-
stration and in consequence leads to reduced self-confidence levels. 
Ehrman and Oxford (1999, in Daubney 2002: 294) state that facilitative anxiety can open 
paths towards self-confidence and proficiency while Horwitz (1990, in Oxford 1992: 35) be-
lieves that such anxiety is helpful exclusively in simple and unchallenging learning activities. 
Anyhow, Oxford (1992: 35) claims that some positive tension is beneficial to FL learning and 
harmless, indeed. Similarly, Zybert (2006: 126) claims it is important to bear in mind that a 
certain amount of anxiety is beneficial to learning as it encourages the learner to undertake 
risks and work harder towards the pre-established goal. We can definitely argue that positive 
tension can make the learner study harder, but can we claim with outmost certainty that posi-
tive tension gives path to overall pleasant and anxiety-free classroom atmosphere? Regardless 
of the positive or negative denotation, tension is still predominantly perceived as a rather neg-
ative emotion that can bear little to no benefits in the long run.  
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4. SPEAKING SKILL AND ORAL PRODUCTION IN A FOREIGN LANGUAGE 
CLASSROOM 
 
Chastain (1988, in Arnold 2003: 1) underlined that speaking skill comprises the use of “back-
ground and linguistic knowledge” which is central for the production of meaningful and com-
prehensive oral message. Similarly, Arnold (ibid.) adds that the organization of the meaning 
we want to convey is necessary, if not obligatory, for the final speech production to take place 
(Arnold 2003: 1).  
The oral interaction always comprises one or more interlocutors that assist the speaker pro-
duction of the oral text (CEFR 2001: 48, in Pavlin 2017: 223). Here, Skela (1999, in Čok et 
al. 1999: 99) underlines that the oral competence involves specifically two linguistic func-
tions, “the transactional” which is by definition linear and accentuates the speaker’s role of 
reporting and explaining, whereas “the interactional” role involves at least two interlocutors 
in the communicative interaction where the listening skill has a pivotal role, as well. Besides, 
learners first have to plan and organize the message in their mind, only afterwards they for-
mulate a linguistic message with close attention to proper pronunciation (Alonso 2012: 161). 
Speaking involves elemental motor-perceptive skills (phoneme articulation, irregular forms) 
and communication strategies that allow for a nice communication flow (Bygate 1987, in  
Arnold 2003: 2). It is thus a two-dimensional channel that is characterized by the production 
of incomplete sentences and non-verbal communication pauses. Besides, pauses in between 
the spoken utterances, partial sentences, intonation, word stress, the pitch of voice, hesita-
tions, facial expressions and gestures are all characteristic of the spoken language (Skela 
1999, in Čok et al. 1999: 101). Similarly, Arnold (2003: 1-2) adds that false starts, repetitive 
language structures, and self-corrections are all characteristic of speaking in a face-to-face 
situation. Therefore, the complex nature of the speaking skill accounts for why foreign lan-
guage speakers need more preparation time to plan the processing stages as L2 production 
cannot be automatized (Mihaljević Djigunović 2006: 12).  
Indeed, effective oral production predominantly stems from sufficient vocabulary input, good 
amount of pronunciation practice and sufficient group or pairwork practice that prepares the 
learner for real-life interaction (Alonso 2012: 161). However, the author (ibid.: 155-156)  
acknowledges that oral production can very likely pose great problems due to its complexity 
(e.g. proper vocabulary and grammar use, pronunciation, listening comprehension, formation 
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of arguments and meaningful context use). Thus the above mentioned features of oral produc-
tion can all meddle in the final stage of oral production and impede the TL speech, as Alonso 
(ibid.) suggests. From the given we can assume that meaningful context-based practice is of 
crucial importance because it involves the element of interest in the lesson and provides the 
learner with a more authentic sense (Frank and Rinvolucri 1991, in Arnold 2003: 2-3). Simi-
larly, Alonso (2012: 155) suggests that attractive theme choice is crucial as the learners are 
already knowledgeable about the worked on topics which facilitates the overall span of class 
participation.  
What should also be specified is that meaningful oral interaction is in constant interaction 
with listening comprehension. Thus, the teacher need to provide sufficient communicative 
situations through pair or group work that involve both active speaking and listening (Skela 
1999, in Čok et al. 1999: 100). Krashen, in his Input Hypothesis, also underlines that the skill 
of speaking cannot be separated from listening, as the input gathered from the listening prac-
tice is of unprecedented importance for the learner to draw their language resources from in 
the productive speaking stage (Skela, in Čok et al. 1999: 103). Accordingly, the Input Hy-
pothesis narrates that spoken fluency stems from a well-off range of the “understanding in-
put” that emerges from the skill of listening and reading, as well (Krashen 1982: 60).  
Therefore, it is crucial to provide learners with authentic speaking practice and integrative 
interactive activities to enhance the overall communicative competence (Alonso 2012: 152-
153). Accordingly, Gardner et al. (1987 in Onwuegbuzie et al. 1999: 219) determined that 
listening anxiety often meddles in the speaking skill when the focus is on integration of both 
speaking and listening. As an illustration, we can detect listening difficulties via forgetfulness 
(a blackout), poor incomprehension, and partial reception of the listening message (Goh 2000, 
in Tanveeer 2007: 78). In addition, the clarity of voice, the tempo of speech and sound pro-
nunciation can also debilitate the speaking act (Vogely 1999, in Bekleyen 2014: 31).  
On one hand, it is true that presentations, debates, dialogues, and interviews allow for interac-
tive speaking practice; hence, it is crucial to implement such speaking activities to tool the 
learner with interactive speaking practice. Accordingly, Valladeres Segovia (2015: 7) adds 
that the functional aspect of TL learning enables the learner to express their beliefs and opin-
ions appropriate to their proficiency level. Nonetheless, oversized classrooms or a dull selec-
tion of speaking topics can impede the overall language production or interaction and fail to 
satisfy the pre-established aims (Alonso 2012: 159-161). Therefore, to eliminate in-class cre-
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ated frustrations, preparation time and sufficient practice are much needed for the develop-
ment of certain degree of automatism regarding the spoken use of language (Ortega 2007: 
111). To summarize, primarily meaningful communication will tool the learner for the class-
room purposes, and more importantly, for the real-life context, indeed.   
4.1  AFFECTIVE FACTORS ASSOCIATED WITH FOREIGN LANGUAGE   
SPEAKING ANXIETY  
 
In the classroom, emotions control and influence the flow of thinking processes and are thus 
crucial for a successful language production. Thus, for the learning process to develop more 
efficiently, emotions are obligatory as they convey meaning to cognitive processes and thus 
facilitate language learning (Arnold 2011: 13-14). Likewise, the CEFR emphasizes the value 
of existential competence among its objectives and determines that affective factors can en-
hance the TL communication and the overall language development (Arnold 2009: 146-147).  
Already at the end of 4
th
 century, St. Augustine emphasized that successful learning cannot 
stem from pressure and fear-based rigid learning (Arnold 2011: 12). Along the line of many 
prominent educators, Comenius already suggested the engagement of different learning styles, 
and highlighted the importance of learner centeredness (Kelly 1976, in Arnold 2011: 12). 
From the 1970s onwards, several humanistic trends such as Suggestopedia, Silent Way, 
Community Language Teaching (CLT) and TPR have emerged. These holistic approaches 
continue to emphasize the importance of low anxiety learning context which is, needless to 
say, crucial for the creation of authentic language opportunities that improve the learner au-
tonomy in the production of the target language (Arnold 2011: 12).  
Affect refers to “aspects of emotion, feeling, mood or attitude” that influence our behaviour 
(Arnold and Brown 1999, in Arnold 2011: 11). Hence, affect comprises a range of personality 
factors (self-esteem, anxiety, learning styles) and determines the quality of speaking relation-
ships between the learner and the TL, teacher-student interaction, and the students scope of 
interaction among themselves (Arnold 2011: 11). In other words, Krashen (1982: 31) stated 
that affective variables such as motivation, self-confidence, and anxiety all play a pivotal role 
in the acquisition of a comprehensible input, suitable to the learner FL competence.  
Arnold (2009: 147) determined that anxious learners acquire at a slower pace simply because 
their emotions obstaculize their mind from proper acquisition. The recognition of affect in a 
FL classroom is thus necessary as long as the aim is to provide optimal classroom conditions 
(Kalan 2007: 994). Besides, as stated by the author (Kalan 2008: 300), a positive emotional 
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experience is a pre-requisite for enhancing the learner confidence and contributing to a re-
laxed classroom communication. Needless to say, as suggested by Stern (1983, in Valladeres 
Segovia 2015: 1), affective elements contribute to language acquisition to the same extent as 
cognitive skills. Similarly, Mihaljević Djigunović (2006: 9) argues forcefully that positive 
learning elements such as interest in the topic and motivation are key for fluid cognitive pro-
cessing. Thus, many authors agree that the balance of both emotional and cognitive dimen-
sions is necessary to provide a firm foundation for the language skill development (Arnold 
and Brown 2000, in Valladeres Segovia 2015: 3). In particular, as stated by several authors, 
affect and cognition together form a complex learning model that can provide optimal learn-
ing conditions as long as the positive emotions prevail (Bless and Fiedler 2006; Schumann 
1994, in Arnold 2009: 146). Hence, the recognition of the affective dimension in the class-
room can foment a positive “state of mind” among the learners which can improve the degree 
of speech communication regarding student-student and/or teacher-student oral interaction.  
Learning activities have to be diversified, tackling different learning styles and giving all stu-
dents an equal opportunity to perform in ways that suit them the most. In other words, unless 
the teacher strives towards combining and modifying their learning styles, learners might be-
come apprehensive (Čiček 2014: 13). Similarly, Gardner’s Theory of Multiple Intelligences 
stresses that several intelligences: musical, visual-spatial, kinaesthetic, interpersonal, in-
trapersonal are not always given enough attention in the classroom (Arnold 2011: 5). Hence, 
we can argue that anxious and apprehensive learners may be a result of poor awareness of 
their own personal learning styles. Therefore, the involvement of music or physical movement 
in certain learning activities can tool the learner to loosen up and enhance their readiness for 
active engagement in oral interaction.    
According to Krashen’s Affective Filter Hypothesis, a high affective filter prevents compre-
hensible input from being used for acquisition (Krashen and Terrell 1983: 38). On the other 
hand, however, a low affective filter facilitates acquisition and enables the processing of 
higher levels of knowledge in the long run (ibid.: 38). Besides, we have to accentuate, here, 
that comprehensible input as such is not enough for language acquisition as there are certain 
“affective prerequisites” that have to considered, as well (Krashen and Terrell 1983: 19). 
Thus, the authors (ibid.: 19-20) proposed that low affective filter is only viable in low-anxiety 
surroundings and with the learners possessing at least some level of self-confidence, indeed. 
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4.1.1 The notion of self-concept in a foreign language classroom 
 
Self-concept basically refers to how we perceive ourselves and the people in our surroundings 
(Laine 1987, in Mihaljević Djigunović 2006: 11). The learner’s self-image is more vulnerable 
when they do not possess sufficient linguistic resources for a complete domain of the target 
language (Arnold 2011: 11). In other words, the learner’s self-image is vulnerable in a non-
native language environment as they do not yet master the TL communication.  
Similarly, Arnaiz and Luzardo (2014: 59) and (Young 1991: 427) agree that learners who 
perceive themselves as less competent compared to their classmates are more likely to be-
come anxious in the language activities as they are afraid their weakness get unveiled in the 
speaking context. Keeping the advice from the above mentioned authors, Bailey (1983, in 
Young 1991: 430) argues that competitiveness should be eliminated in the classroom as it 
emphasizes the value of numerical scoring which induces competitive or hostile attitudes 
among the learners. 
Particularly, oral presentations are the most vulnerable to induce doubts and low confidence 
in the learner (Young 1990, in Ortega 2007: 110). Hence, bearing in mind that self-doubts 
hinder language production, we can argue that only a positive learning environment enables 
the learner to take risks and speak the TL, although they – despite their best efforts – still 
make mistakes (Ortega 2007: 117). To rephrase, learners have to be provided with moderately 
challenging tasks that guarantee success since achievements bear a lesser degree of frustra-
tions and raise the scope of the learner confidence (Wu 2003, in Lee 2014: 21).  
To summarize, a positive self-esteem is, needless to say, of crucial importance since it tools 
the learner to perform successfully regardless of the critics or humiliation attempted by other 
learners in the classroom (Oxford 1992: 37-38). Self-confidence can thus successfully en-
hance the target language performance as long as the criteria of positive and not “too” rigid 
teaching applies. 
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4.2 SPEAKING ANXIETY IN A FOREIGN LANGUAGE CLASSROOM 
 
Speaking is believed to be the most anxiety-inducing skill in the learning process (Horwitz et 
al. 1982; Young 1992; in Ortega 2007: 110).  
The language learner can easily subdue to speech impediments due to one or more apprehen-
sive factors in the line. Apart from that, Maclyntre (1999, in Bekleyen 2004: 33) stresses the 
so called “Tobias model” which exposes that the anxious speech is normally characterized by 
three stages: the input stage, the processing stage and the output stage. Firstly, new infor-
mation is processed at a slow pace (e.g. students ask for sentence repetitions), secondly, the 
processing is characterized by mental blocks that cause speechlessness and blackouts, and 
finally, at the output stage a mediocre or rather impoverished overall speech performance 
emerges. 
From the above statement, we can further distinguish between two types of anxiety learners: 
skill deficit anxious students and interference retrieval anxious students (Woodrow 2006, in 
Lee 2014: 15). Skill deficit learners experience apprehension due to poor speaking practice 
while interference retrieval students experience difficulties in remembering the newly-
acquired knowledge (Woodrow 2006, in Lee 2014: 15-16). To successfully confront both 
branches of anxiety, Saint Léger and Storch (2009: 269) propose activities that involve ex-
citement and a shared sense of responsibility which can boost a successful cooperative learn-
ing. Keeping the latter advice in mind, it can be determined that cooperative learning classes 
(e.g. dyads) can provide a more intimate “interpersonal communication” that facilitates the 
target language attempts among learners (Krashen and Terrell, 1983: 126).  
Still, one must bear in mind that speaking anxiety meddles in the speaking performance and 
negatively affects both fluency and accuracy within the classroom (Diaz Ducca 2013, in Diaz-
Ducca 2015: 240). On top of that, anxious learners cope with difficulties in distinguishing 
sounds and structures in a TL message which is likely to limit their oral production span 
(Horwitz et al. 1986, Bollinger 2017: 16). From the given, we can establish that speaking ac-
tivities provoke substantial amounts of fear already in the pre-production stage as the learner 
can probably anticipate the complex process that speaking utterance requires. In addition, as 
stated by Young (1990: 540) speaking activities that emphasize creativity and authenticity can 
also encourage in-class anxiety. This being said, it can be assumed that more autonomous 
learners are more likely to tackle risk-taking in oral interaction and experiment with the lan-
guage whereas anxious learners feel more secure and safe in mechanical reproduction prac-
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tice. Needless to say, mechanical reproduction can hardly ever lead to successful oral devel-
opment simply because it is bounded by limited and re-productive language use.  
4.2.1 Pronunciation anxiety 
 
Pronunciation is an integral part of spoken language (Pawlak 2011, in Szyszka 2011: 284) and 
it should be seen as an important facilitator in communication regarding speaking fluency 
(Waniek-Klimczak 1997; Wrembel 2002, ibid.). On the other hand, poor pronunciation can 
lead to impediments in the listener’s comprehension, which can as a result bring about mis-
conceptions in the TL interaction (Morley 1994, in Arnold 2003: 3)  
Rhythm, stress, and intonation together make oral speech production and are further consid-
ered as the most troublesome aspects of pronunciation anxiety (Szyszka 2011: 293). Similar-
ly, Djigunović (2002, in Pavlin 2017: 222) points out that pronunciation can be problematic 
for the language learner. What is more, pronunciation evokes a higher span of anxiety com-
pared to vocabulary or grammar since it is most closely interrelated to affective factors such 
as self-confidence and personality of the learner (Kalan 2007: 990). In other words, pronunci-
ation is the most vulnerable language area since it directly points to speaking deficiencies and 
familiarizes the learner about their debilitative areas that call for improvement.  
Furthermore, pronunciation anxiety gives rise to neuromuscular problems in the articulation 
of sounds and therefore physically limits the learner’s speech in communicative acts. Besides, 
lack of the proper use of stress and rhythm results in impoverished oral message and overall 
oral performance (Szyszka 2011: 288). Anyhow, the author underlines that relaxation tech-
niques and deep breathing are frequently reported to successfully ease the muscle tension of 
articulatory organs and hence to improve the overall speech production flow (Wrembel 2006, 
ibid.: 295). Further, it is important to bear in mind that certain sounds do not exist in the L2 
linguistic system; hence, speaking necessarily requires a great amount of practice including 
listening comprehension practice to develop efficiently (Tanveer 2007: 48). As far as gram-
mar in spoken communication is concerned, learners experience difficulties in the use of 
proper tenses and verb forms, followed by the use of prepositions, the article, use of modal 
verbs, and lastly, word endings and suffixes that differ or do not exist in their native language 
(Tanveer 2007: 49). Moreover, the learner’s poor accent can evoke ridicule on the part of the 
classmates, which is reported to give rise to pronunciation anxiety (Baran-Lucarz 2011: 509). 
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4.3 SOURCES OF LANGUAGE ANXIETY 
 
4.3.1 Learner personality 
Anxious learners are individuals who believe that second language is by definition an »un-
comfortable experience« (Maclyntre and Gardner 1991, in Zulkifli 2007: 93). Indeed, it is not 
to be neglected that all speaking performances can challenge the learner and lead to “reti-
cence, fear, or even panic” (Horwitz et al. 1991, in Zulkifli 2007: 94).  
Brown et al. (2001, in Zheng 2008: 3) recognize that extrovert learners are less likely to be-
come apprehensive in speaking activities. Besides, they prefer interactive learning to individ-
ual learning which makes them uncomfortable. Unlike extroverts, introverted learners prefer 
individual work compared to teamwork and can become rapidly anxious in group work pat-
terns that require communicative practice (Zheng 2008: 3). Hence, it is clear that the anxious 
learner constantly faces apprehension and self-doubts in the language context and avoids class 
participation (Arnold and Brown 1999, in Turula 2002: 31). Nonetheless, some anxious learn-
ers can choose to invest greater efforts in the language learning instead of withdrawing from 
in-class interaction (Horwitz et al. 1988, in Young 1991: 430).  
It is important to bear in mind that the concepts of over studying and self-demanding attitudes 
are also characteristic of perfectionist tendencies in the learner. This is to say, negative or 
over-demanding beliefs can in some cases hinder their language development (Ortega 2007: 
119-120). Particularly, the beliefs about perfect pronunciation, mastering all grammar rules 
and the overall possession of a native-like competence are basically surreal (Young 1991, 
Zybert 2006: 129). Therefore, we can assume that perfectionism is a rather negative concept 
as it debilitates the learner with irrational emotions that further put constrains on their mood, 
overall attitude towards language classes and finally, the skill development.  
What should be taken into account is that individuals, who are generally anxious about oral 
communication, are even more likely to experience apprehensive states in the FL contexts 
(Wang 2009: 22). Furthermore, Pérez-Paredes and Martínez-Sánchez (2001: 339) underline 
that the anxious speaker has issues in vocabulary retention, sound discrimination and speak-
ing-oriented activities. Similarly, Maclyntre et al. (1999, in Bekleyen 2004: 33) highlight that 
apprehensive students are less willing to speak when provided with learning opportunities. 
Hence, the more anxious the students are, the more time they require to successfully use a 
new grammatical or vocabulary rule in speech (Haskin et al. 2003: 48).  
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4.3.2      The role of the teacher 
 
According to Rodriguez and Delgado (2008: 212), teachers can alleviate classroom anxieties 
by not focusing only on grammatical accuracy in the learners’ TL speech and by setting real-
istic expectations. As stated by Piniel (2006: 55), clear instructions and emphatic relationship 
with the learners are crucial for better class reception and are likely to foster willingness to 
communicate along with other positive classroom attitudes. Similarly, Skela et al. (1999, in 
Čok et al. 1999: 41) argue that it is the teacher’s duty to make the learner feel comfortable; 
hence the teacher should “laugh” and have fun with the learners, and show the necessary tol-
erance and patience in the classroom environment. In contrast to that, constant oral correction, 
and the belief that pair or group work give rise to poor class management can easily bring 
about anxious states in the learner (Young 1991: 428). To exemplify, bad-tempered, and rigid 
teacher attitudes are far from contributing to a successful, or at least, relaxed learning (ibid.).  
Moving on, teachers can enhance the development of learners’ oral communication skills by 
choosing appealing topics, adapting to the learner language level and thus creating pleasant 
opportunities for classroom engagement (Dagarin Fojkar 2008: 280). Accordingly, anxious 
learners have to be presented with a proper task selection that can transform their feelings of 
incompetence into confident and more positive attitudes that push them to approach rather 
than escape a task (Rubio 2002, in Ortega 2007: 120). Here, the teacher’s role is to facilitate 
the learner speech by adjusting to their language level and by implementing cooperative work 
that allows for interactive dynamics that first and foremost assist to avoiding comparisons and 
competition (Phillips 1991; Dornyei 2002, in Ortega 2007: 118-122).  
The recognition of different learning styles is crucial as long as we desire to aspire to success 
among several groups of learners. In view of this, the administration of anxiety-based ques-
tionnaires (e.g. FLCAS) is a helpful tool to elicit which activities bear the highest rate of anx-
iety in class and to learn about the learners learning style preferences (Horwitz et al. 1986, in 
Ortega 2007: 118-119). Accordingly, Oxford (1989, in Haskin et al. 2003: 55) argued that the 
recognition of different learning styles is crucial for the language success. Along the lines, 
Met (1996, in Haskin et al. 2003: 56) stated that through the exposure to a FL, the learner is 
given the perfect opportunity to practice on comprehensible patterns of newly-learnt struc-
tures, in the way they are used in real-life contexts. Here, Skela (1999, in Čok et al. 1999: 
102) adds that meaningful comprehensive vocabulary and grammar practice makes the learner 
even memorize faster and for a longer period of time. Besides, teaching with the use of popu-
lar TV series or Spanish soap operas is especially recommendable since it provides the learner 
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with abundant examples of target language spoken texts. The mass media is hence a valuables 
source of authentic target language with the extra bonus of topic attraction (Weyers 1999, 
ibid.: 56).  
All in all, the teachers’ personal and professional development is of key importance as they 
have to be trained in affective aspects such as skill facilitation, interactive group dynamics, 
learner autonomy, and especially importantly is their attention to active listening (Arnold 
2011: 19). Here, we have to stress that especially the silent and shy learners need to be given 
sufficient preparation time to speak and participate in speaking activities in general. Thus, I 
believe that the teacher, especially a teacher apprentice, has to patiently wait for the learner to 
participate orally. This, I believe, makes the learner feels more comfortable in interactive situ-
ations and free from being put under stressful time constrains. Similarly, Prodromou (1994, in 
Turula 2002: 33) agrees that teachers should strive towards constant professional develop-
ment to collect a quality selection of techniques that motivate the classroom society.   
4.3.3 The notion of mistakes 
Mistakes in spoken or written language are a natural and totally unavoidable part of learning. 
In particular, slips of the tongue can often be signaled in spontaneous oral interactions or class 
presentations which actually denote the natural and unpredictable nature of speech. Interest-
ingly, however, confident and fluent learners are usually not hampered by mistakes and are 
thus more prone to risk-taking and appear more self-confident in oral communication (Alonso 
2012: 153-155).  
Students who fear to communicate orally suffer from a reduced risk-taking ability. Therefore, 
speaking up despite mistakes is absolutely more beneficial for the oral language development 
compared to a complete avoidance of speech (Oxford 1990; Brown 1987, in Oxford 1992: 
38). As a matter of fact, speaking anxiety increases in classrooms that criticize the learner 
accent or resort to repetitive overcorrections whereas classrooms that put emphasis on the 
meaning, rather on grammar or pronunciation accuracy, result in overall comfortable learners 
(Price 1991, in Lee 2014: 16). In fact, direct or humiliating techniques of correction cause 
great amounts of fear which unfortunately minimize the learner input in in-class interaction 
(Kalan 2007, in Blomberg 2017: 12). Here, Krashen (1982: 76) suggested that overcorrection 
has solely negative effects on the learning process, and recommends a complete omission of 
error-correction in communicative learning activities. The author (ibid.) even claimed that as 
the learner affective filters remain low in the “error omission classroom”, language input can 
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be acquired at a faster pace. Accordingly, both Krashen and Terrell (1983: 178) added that 
direct correction method is not to be used in “affective acquisition activities”.  
As stated by Crookes (2001, in Koichi 2003: 15), direct correction should only be provided 
when the meaning is simply too complicated to comprehend. Apart from that, overcorrection 
is highly anxiety-evoking by definition as it impedes the learner from active engagement via 
oral production and interaction. In fact, frustrations and blackouts can give way to in-class 
humiliation and affect the oral development negatively. Thus, proper manner of error correc-
tion and the right timing are crucial in a speaking classroom (Alonso 2012: 161-162). On one 
hand, modelling the learner response by repeating the correct version of what they desire to 
express is a neutral manner of error correction where students report to feel less in the spot-
light and more relaxed (Young 1990: 550-551). Similarly, as suggested by Kalan (2008: 296), 
self-correction is a much more appropriate correction method to use since it bears lesser nega-
tive emotions on the learner’s self-perceived confidence.  
Further, the transitional state towards mastering a TL normally involves plenty of mistakes 
which primarily occur due to: interferences with the mother tongue, poor vocabulary, low 
motivation, and shyness. What has to be emphasized is that learners need to know the purpose 
of error correction, and have enough space for self-correction. This is to say, a mistake-ridden 
interlanguage enables the learner to re-assess their TL deficiencies and improve in the future 
language attempts. Still, due to a unique personality of all learners, an eclectic approach of 
error correction should be taken into account when tackling the speaking skill (Alonso 2012: 
164-165).  
4.4 MANIFESTATIONS OF FOREIGN LANGUAGE  SPEAKING ANXIETY IN 
THE CLASSROOM 
 
The recognition of stressors is essential in the classroom as long as the aim is to assist learners 
to improve their language skills (Young 1991: 426). Speech anxiety can be manifested by 
psycholinguistic factors that reside in the inability to properly re-produce intonation or 
rhythm, followed by forgetfulness of larger sentence constructions, and finally, classroom 
silence (Young 1991, in Haskin et al. 2003: 34). Moving on, psychological manifestations 
that frequently stand out are: an increase in heart rate, dryness of mouth, excessive sweating 
or trembling with cold whereas behavioural changes often show in nervous laughing, blush-
ing, shivering, speaking with low trembling voice, repetitive nodding, and avoidance of eye 
contact (Scarcella and Oxford 1982; Young 1991; Oxford 1999; Rubio 2004 in Ortega 2007: 
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109). Similarly, Bailey (1995, in Diaz- Ducca 2015: 241) managed to establish a range of 
reasons that can lead to anxiety: comparison with other classmates, competition, fear of as-
sessment, previous negative learning experience, and a gap between ideal self-image and ac-
tual performance.  
Anyhow, it is of crucial importance to acknowledge that learners can even go as far as to in-
tentionally mask their poor speaking ability by smiling or nodding to protect their fragile self-
image (Leary 1982, in Young 1991: 429). This is to say, we have to distinguish between two 
completely opposite perceptions of smiling and classroom nodding. On one hand, behavioural 
gestures can signal the learner comprehension of the classroom materials, on the other, how-
ever, they can serve the learner as a disguise that keeps their faults or deficiencies wrapped 
under the veil.  
We have to acknowledge that such psychological and behavioral changes stem from predomi-
nantly two types of learners. On one hand, highly ambitious learners are considered vulnera-
ble because they cannot stand the feel of failure and thus self-perceive a number of learning 
outcomes as a pure failure and are thus constantly found in a whirlwind of negative emotions. 
On the other hand, there are learners who do not necessarily show perfectionist tendencies, 
but, still, they are surrounded by repetitive feelings of insecurity and inferiority that overall 
hampers their oral production span (Ortega 2007: 109). 
 
4.5 SPEAKING ACTIVITIES AND FOREIGN LANGUAGE ORAL                        
DEVELOPMENT  
 
The selection of speaking activities is of great importance since some activities are more like-
ly to be anxiety-enhancing than others. It is thus recommendable for the teacher to incorporate 
fun elements in the lessons such as learning games or even on-line activities as they improve 
the learner focus and show in decreased embarrassment or apprehension. Here, Krashen and 
Terrell (1983: 100) suggested the implementation of “affective activities” which regard the 
learner’s “feelings, opinions, desires, reactions, ideas and experiences”. Such activities (e.g. 
dialogues, interviews, personal tables, activities using the imagination) focus on content rather 
than form, and there is a strong attention to keeping the affective filters low (ibid.).   
The skill of speaking can be well-developed via the Communicative approach as it accentu-
ates a less rigid role of the teacher who acts more as a facilitator and a guide in the classroom 
(Pérez-Paredes 1999, in Silva Ros 2005: 1035). Most importantly, this approach promotes 
contextualized communicative activities that integrate all four skills in the learning context 
(Bollinger 2017: 32). Hence, by taking into account the functional aspects of the target lan-
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guage, the learner is approached with a range of opportunities that can enhance their oral flu-
ency and make them willing to communicate and actively engage (Maclyntre 1998, in 
Blomberg 2017: 6). Precisely, speaking is to be developed through communicative activities 
which include an information gap, jigsaw puzzles, role-play and problem-solving tasks. This 
is not surprising since up-to-date pedagogical tendencies emphasize the skill of conversation, 
as suggested by Maclyntre et al. (1997: 279). Besides, interviews allow for an interactive per-
sonal exchange of information and are very likely to provide the learner with enough speaking 
practice in a low-filter situation (Krashen and Terrell 1983: 103).  
Koch and Terrell (1991, in Rodríguez and Delgado 2008: 213) point out that the most stress-
ful speaking activities are those that demand the practice of the target language in front of 
their peers and the teacher. In other words, students tend to feel anxious when they answer 
questions orally or dramatize dialogues in front of the class (ibid.: 218). Similarly, Woodrow 
(2006: 319) establishes that the most frequently anxious speaking involves oral presentations, 
problems with comprehension of others, speaking in evaluative assessed situations, and lastly, 
the fear of not being able to make oneself understood. We can thus assume that at least mod-
erate anxiety rates show in the following learning situations: presenting prepared dialogues in 
front of the class, giving oral presentations, and lastly, role-plays (Young 1990, in Haskin et 
al. 2003: 36). Needless to say, speaking activities are very intense since the teacher cannot 
devote attention to each and every student, especially in large groups of learners (Pavlin 2017: 
224). Besides, bearing in mind that some learners go through the silent learning period, stu-
dents speak only when they have receptively gained sufficient knowledge through active lis-
tening (Krashen 1982: 27). This is to say, it is important to have patience with foreign lan-
guage learners as they need enough time to prepare and they normally speak after a certain 
exposure to the language (Arnold 2003: 7). Krashen (1982: 74), however, go even as far as to 
claim that forcing the learner to produce oral speech is “the most anxiety-provoking” tech-
nique that the teacher can decide to implement.   
Therefore, we can determine that cooperative learning can greatly benefit the development of 
the speaking skill as it emphasizes the importance of in-class interaction and groupwork activ-
ities where speaking is usually perceived as less threatening (Arnold 2003: 8). In fact, the 
positive notion of mutual support and peer cooperation encourage the language learner to par-
ticipate actively in the speech production (Doyon 2000, in Koichi 2003: 16). For example, a 
cooperative game Talking Chips, is a great cooperative technique as it prevents the shy stu-
dents from remaining in silence and offers a greater balance of speaking time among all 
learners in the group (Arnold 2003: 8). To illustrate, the same person only has the right to 
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speak again when everyone has already distributed the “chip” which successfully prevents the 
monopoly of the more proficient learners in the group, as well. According to Casal (2001, in 
Arnold 2003: 8), each set of cards involves specific types of response, with each used only 
once as a rule. For example, learners have to answer or ask questions, respond to ideas or ar-
guments, or summarize shorter captions. Thus, such types of speaking activities assist the 
functional language aspects whereas drill type practice provides little opportunities for au-
thentic interaction (Arnold 2003: 8-9). Hence, several cooperative learning techniques such as 
Think-Pair-Share, jigsaw and problem-solving games can enhance communicativeness along 
with stronger emotional bounds among peers regarding higher confidence level and mutual 
support. Contrary to that, extreme competitiveness can debilitate or even block the learner 
language development as it can give rise to “severe anxiety, inadequacy, guilt, hostility, with-
drawal and fear of failure” (1990, in Oxford 1992: 39).  
Furthermore, the speaking skill is difficult to develop via unfamiliarised or unappealing topics 
because they leave the learner with insufficient vocabulary span and lack of personal opinion 
to present their views in a fluent manner (Arnold 2003: 9). Thus, a poor speaking perfor-
mance does not always stem from low scholastic aptitude, but instead from a challenging con-
tent and the feel of far-fetched topics that do not involve students personally. In other words, 
the learner is more willing to engage in familiarized topics since they already have some con-
trol of the TL regarding the topic items. As highlighted by Chomsky (1988, Arnold 2011: 20), 
appealing and personalized materials that incite the learner interest comprise ninety-nine per 
cent of all teaching. From what has been said, we can establish that learners engage in target 
speaking once both criteria of familiarity and topic interest are satisfied. Still, at the more ad-
vanced levels, the notion of familiarity is less likely to bear the same degree of importance 
since the learner is already tooled with sufficient vocabulary and skilled to control the lan-
guage also in unfamiliarised or novel topics.  
In Agony column, a role-play, learners perform communication via an exchange of perceived 
fears through spoken or written language by giving advice and suggesting possible solutions. 
In fact, pairs acquire the role of speakers (therapist) and listeners (the (anxious person) which 
offers the leaners to practice giving advice, arguing about recommendations, proposing solu-
tions, expressing feelings and active listening among other functions. This technique is great 
as it makes the learner aware of common in-class fears or issues that tackle individuals in the 
out-of-the-classroom context. Then, in Mistakes Panel learners basically discuss the most 
frequent TL mistakes through which they become more aware that mistakes are not a taboo 
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topic, whereas Anxious Photos are meant for oral rehearsal of picture descriptions via practic-
ing giving suggestions or advice on helping the person in need (Crookall and Oxford 1991, in 
Silva Ros 2005: 1033-1034). Similarly, a cooperative learning activity Think Pair Share ena-
bles the learners first to process the idea on their own, secondly a pair discussion follows, and 
lastly the learner is more equipped with the arguments to share their opinion in front of the 
class (Arnold 2003: 8). All in all, the speaking focus has to be on oral reproduction and pro-
duction; still tendencies towards production are more beneficial to the learner in the long run 
as we strive for active use of language in communication. 
4.5.1 The pattern of interaction in speaking activities  
 
Learners normally feel more relaxed to engage in group work on account of a less intimidat-
ing environment, where they can practise the conversational skill and cooperate with each 
other. In fact, group work attends to the affective dimension of the learner as it creates a sense 
of security and solidarity among learners themselves (Koichi 2003: 16). Kalan (2007: 993) 
argues that group work contributes to a relaxed learning environment which provides far bet-
ter conditions for the oral fluency development.  
Likewise, Oxford et al. (1991, in Oxford 1992: 35) support the view of Kalan and argue that a 
linear teacher-learner communication makes the learner directly exposed to the teacher’s crit-
ics which makes the overall interaction fragile and vulnerable, especially considering the 
learner dimension. A study by Long and Porter (1994, in Kalan 2007: 993) managed to de-
termine that small interactive groups enhance the opportunities for a communication ex-
change in the classroom for approximately 500 per cent as compared to the linear model of 
teacher-student interaction. Skela (1999, in Čok et al. 1999: 110) similarly acknowledges that 
the organization of pair and group work is great as it extends the speaking practice time avail-
able to the learner.   
Nonetheless, the choice for group and pairwork can result in the prevalence of the stronger, 
more autonomous learners who dominate with their control of speech. Consequently, the 
weaker students do not get as many opportunities in groups, which hampers their oral produc-
tion (Horwitz et al. 1986, in Baran-Lucarz 2011: 493). It follows from this that group work 
clearly recognizes the learner affective dimension and tackles fluency practice; still, the frag-
ile learners are likely to get outbalanced by their more autonomous counterparts. Moreover, as 
stated by Turula (2002: 30) the arrangement of desks similarly contributes to isolation when 
learners are only limited to working with students nearby and thus cannot face other group 
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members. Therefore, we can acknowledge that proper desk composition is to be considered 
when the lesson is devoted to developing the skill of speaking.  
What also has to be taken into account is that not all learners favor group work (e.g. debates, 
class discussions) as some feel much more comfortable at individual work (Cao and Philp 
2006, in Saint Léger and Storch 2009: 280). To illustrate, some learners do not feel the need 
for interactive classrooms since they feel more safe and secure in the execution of individual 
speaking tasks. Hence, to attend to different learning preferences, we should balance different 
patterns of interaction in the speaking practices. In short, a combination of different learning 
styles more efficiently attends to the learner needs, and an overall effective lesson execution. 
4.6. ORAL ASSESSMENT IN A FOREIGN LANGUAGE CLASSROOM 
 
Speaking anxiety directly influences the quality of oral performances in evaluative situations 
(Woodrow 2006, in Bollinger 2017: 47). It follows therefore that evaluation is, indeed, a 
source of anxiety, however, no research so far has been carried out to investigate whether a 
grade-free learning environment can successfully eradicate the in-class speech anxiety.  
In Slovenia
1
, the National Examinations Centre RIC is responsible for the external examina-
tions of the pupils’ abilities both in primary and secondary schooling. In the nine-year prima-
ry schooling system pupils have to pass The National Assessment of Knowledge (NAK), “a 
form of external assessment”, which is compulsory for students in their final 9th year. Howev-
er, here we have to accentuate that final external exams in Slovenian primary schools are done 
only in written test form which means the assessment of the learners’ oral competence is 
completely omitted via the NAK.  
Moving on, the Matura exam is a “school-leaving” national exam pupils need to complete at 
the end of their secondary education cycle in order to enter university. Students need to 
choose one of suggested obligatory foreign languages in which they have to pass both the 
written and oral exam. The oral Matura exams are done in front of a three-head school com-
mission, last up to twenty minutes and comprise a whole twenty-percent of the overall grade 
of the foreign language Matura exam. The oral exam tests the learner’s speaking abilities 
based on three pre-determined topic and material selection tasks. The oral tasks involved in 
the three-task oral exam involve: suggested written or visual cues, classroom topics, and 
works of art (e.g. poems) where the learners need to show their skill of interpretation and ar-
gumentation. Hence, the Matura criteria, regarding the skill of speaking, assesses both the 
learner’s oral production and oral interaction. Specifically, the oral Matura exam criteria as-
                                                 
1
 Source: Državni izpitni center.  https://www.ric.si/.  
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sesses the following: the learner communicative and discourse competence, vocabulary, 
grammatical adequacy and overall correctness, and last but not least the fluency of speech and 
pronunciation.  Each area assessed is then based on a scale 0-5 which further translates into 
points that add to the overall Matura grade at the performed foreign language subject.  Be-
sides, in Slovenia, the Article 13 in the document “Pravilnik o ocenjevanju znanja v srednjih 
šolah”2 dictates that learners need to obtain at least one oral grade in the given school year. 
The same is true for the primary school assessment where the learner is obligatorily tested via 
written and oral exams. The Article 10 in the document “Pravilnik o preverjanju in 
ocenjevanju znanja ter napredovanju učencev v osnovni šoli”3 nicely exposes that the learn-
er’s oral answers; among other forms of assessment, have to be assessed. To continue, in the 
Article 11 of the same document, it is determined that out of the minimum obtained six grades 
in the school year, the majority of grades should derive not only from written tests, but other 
forms of assessment, as well. Hence, from all the given, we can determine that the role of oral 
assessment in Slovenia is well-taken care of regarding its importance in primary and second-
ary education, including the position of oral examination in the Matura exam.  
Moving on, oral exams are used to evaluate the learner performance and the degree of accura-
cy in the grammar, vocabulary and pronunciation area (Diaz-Ducca 2015: 236). Thus, oral 
tests are highly liable to apprehension because they provoke test anxiety and communication 
anxiety at the same time (Horwitz et al. 1991, in Rubio Alcala 2002: 174). Besides, as stated 
by Arnold (2003: 9) teachers should not insist on perfect grammar and pronunciation in oral 
exams as they repetitively create negative tensions in the learner performance. Puklek 
Levpušček (2004, in Pavlin 2012: 23) established that students prone to speaking anxiety, 
along with possessing traits of social anxiety, have problems with conveying the meaning in a 
FL classroom and are then more reliable to teacher assistance in the execution of learning 
tasks. Therefore, teachers should prepare the learner for the test by presenting some example 
questions, or at least they should inform the learner about the studied materials and the format 
of evaluation (Kohonen 1999, in Arnold 2011: 19). Still, some teachers prepare tests contra-
dictory to the content focus. Such inconsistency then gives rise to frustrations within a FL 
classroom and fills the classrooms with doubts and uncomfortable atmosphere Bekleyen 
(2014: 32). Furthermore, the central aim of error correction is to provide the learner with a 
constructive feedback and positive appraisals as they enhance their confidence levels and 
                                                 
2
 Source:  Pravilnik o ocenjevanju znanja v srednjih šolah. 
http://pisrs.si/Pis.web/pregledPredpisa?id=PRAV10330.  
 
3
 Source: https://www.uradni-list.si/glasilo-uradni-list-rs/vsebina/2013-01-1988?sop=2013-01-1988.  
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make them further engage (Lee 2014: 26). Similarly, Rubio Alcala (2002: 173) established 
that positive line of thinking contributes to lower anxiety as it diminishes the negative emo-
tions such as fear and shyness before testing situations and helps the learner to confront the 
challenge (e.g. an oral test). Nonetheless, what has to be taken into account is that students’ 
marks do not always reflect the learner ability since apprehension intensifies in evaluation and 
consequently anxious learners tend to get lower grades than their less anxious counterparts 
(Philips 1992, in Haskin et al. 2003: 37). From the given, we can conclude that the very no-
tion of evaluation frustrates the learner to the extent where they cannot show their true lan-
guage ability in the assessment context and possibly, in the future communication attempts, as 
well. We can therefore assume that the grading system is likely to foster negative attitudes in 
the learning model of the classroom and give rise to language barriers in the developmental 
process.  
5. AGE AND GENDER IN ORAL DEVELOPMENT OF A FOREIGN LANGUAGE 
LEARNER 
 
Zulkifli (2007: 79) argues that certain learners are more apprehensive in the beginner stages 
of FL learning whereas, others quite on the contrary, appear more risk-taking right at the be-
ginner level. Still, Maclyntre and Gardner (1991, ibid.: 81) pointed out that anxiety is less 
likely to persist among primary and pre-school children since there the negative emotional 
effect is usually not present or negligible. Similarly, the authors claim that positive emotions 
such as motivation, curiosity and interest prevail over the negative emotions in the beginning 
stage (Maclyntre and Gardner 1991, in Pérez-Paredes and Martínez-Sánchez 2001: 338).  
Teenagers are reported to pay a great deal of attention to peer support and acceptance in the 
adolescence (Baran-Lucarz 2014: 46). Similarly, Lee (2014: 5) makes the point that in terms 
of social relations, adolescence is strongly influenced by the school environment and peer 
relationships which often brings about overly demanding and idealized expectations among 
the learners. Thus, we can argue that adolescents are a vulnerable group and they are more 
likely to subdue to learning anxiety as they condition their success through the acceptance 
eyes of their peers. Here, Willis (2006, in Lee 2014: 4) relies on the findings from the neuro-
biological research which accentuates that teenager vulnerable emotional states stem from the 
immature prefrontal cortex, which is the emotional stability center and the part of the brain 
that develops last (Willis 2006, in Lee 2014: 4). In short, the lowest anxiety level is usually 
reported in children, followed by teenagers and adult learners who experience the highest anx-
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iety levels due to a gained set of previous negative experience (Dewaele and Maclyntre 2014, 
in Bollinger 2017: 42).  
A number of studies have also investigated the highly disputable topic of whether gender af-
fects the issue of learning anxiety and which gender is more liable to this affective factor. 
Interestingly, Gardener et al. (2013, in Dewaele et al. 2016: 43) argue that women are more 
likely to subdue to learning apprehension compared to male students due to a “higher emo-
tional reactivity”. In other words, the female brain is likely to be triggered by the emotional 
experience more rapidly compared to males who process the emotions at a slower pace. Any-
how, we can establish that up-to-date research offer inconclusive results to make further gen-
eralizations about the more anxiety-inclined gender. Thus, so far the claims about females 
being more prone to anxiety remain stereotypes that simply cannot be based on sufficient em-
pirical data.   
6. RECOMMENDATIONS TO ALLEVIATE SPEAKING ANXIETY 
 
6.1 A POSITIVE LEARNING ENVIRONMENT 
 
Activities that take into account the notion of affect, add a personal element to the learning 
process and lean towards more satisfying in-class relationships (Moscowitz 1999, in Arnold 
2011: 16). Similarly, Ortega (2007: 121) claims that oral production can be facilitated through 
a supportive affective atmosphere.  
To build strong social bonds in the classroom, learning has to allow for creative and authentic 
learning opportunities. Thus, the lesson design should involve joy and pleasure, especially in 
speaking activities that tackle the learner’s self-esteem (Dewaele et al. 2016: 54-57). Accord-
ingly, Fredrickson (2001; 2007, ibid.: 55) adds that a “joyful experience” is in fact a facilitat-
ing factor because it further boosts risk-taking, spontaneity and stronger social bonds. To be 
more concrete, several authors suggest that a pleasant atmosphere can be achieved through the 
omission of overcorrection, cooperative learning activities, emotional checklists, or relaxation 
techniques (Lavine et al. 1990, in Oxford 1992: 36). Hence, a safe learning climate involves 
the work of emphatic teachers who are skilled to adapt the pace of the lesson, combine learn-
ing styles for specific classroom aims, and lastly, praise the learner efforts (Ariza 1999, in 
Haskin et al. 2003: 49). However, here we have to acknowledge that exaggerated and repeti-
tive appraisals can lose the essential value once the learner gets accustomed to them. Hence, 
this technique is to be applied in moderation, regarding rather challenging and not only simple 
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learning tasks. Nonetheless, we can undoubtedly establish that relaxed and “enjoyable” class-
rooms are a necessity in the design of proactive and alert learners (Horwitz 1986: 131).  
6.2 LEARNER STRATEGIES FOR ANXIETY-FREE LEARNING 
 
To begin with, through self-assessment learners consciously or subconsciously evaluate their 
progress which is a good strategy that contributes to an improvement of their language abili-
ties (Maclyntre et al. 1997: 266). We can agree that self-assessment along with self-correction 
assist the learner autonomy and enable the learner in becoming more in-control of their TL 
speech, regarding both the accuracy and fluency dimensions. Furthermore, Hurd (2007: 12) 
accentuates that the learner needs to take risks in the TL speech. The author specifically rec-
ommends: risk-taking, positive self-talk, relaxation techniques, sharing worries with the 
teacher, self-rewards for well-accomplished goals, and diary writing among others. Similarly, 
Oxford (1990, in Bekleyen 2004: 36) proposes emotional strategies (relaxation techniques, 
deep breathing practice), and self-encouragement practice predominantly via risk-taking at-
tempts. Thus, both authors recommend the strategy of risk taking or “mistake-making” as 
long as the learning aim evolves around the mastery of the TL speech.   
Moving on, Crookall and Oxford (1991, in Lee 2014: 24) emphasize that writing dialogue 
journals after classes allow the learner to detect and contemplate on the in-class situations that 
make them specifically anxious and uncomfortable. Similarly, Oxford (1999, in Arnaiz and 
Pérez-Luzardo 2014: 70) believes that verbal reflections on emotions can encourage the 
learner to express their fears verbally and tackle the learning task in a more realistic and posi-
tive manner. Further, Crookal and Oxford (1991, in Bekleyen 2004: 36) propose the following 
affective activities that make the learner confront the negative tension: written columns on 
perceived anxieties to an imaginary friend in combination with an exchange of advice column 
(e.g. written letters to a penfriend), or even diaries of feelings pertaining to language learning. 
In addition, skill-building activities and self-regulation procedures are recommended as viable 
in-class practices for anxiety reduction. Skill-building activities emphasize: dialogue produc-
tion, practice of conversational gambits that help to maintain the flow of communicative in-
teractions, role plays, cooperative story-telling and problem solving assignments. Secondly, 
self-regulations refer to positive and rational thinking that learners have to adapt in order to 
approach rather than avoid the lesson task (Donley 1997, in Bekleyen 2004: 33) Nonetheless, 
anxiety reduction can only be seen as long as the learner repetitively relies on positive visual-
izations and confirmations until they fade away within time (Bekleyen, 2004: 35). Besides, 
Foss and Reitzel (1988, ibid.: 34) established that anxiety graphing is a great anxiety man-
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agement tool as it efficiently helps the learner to better understand the nature of their anxiety 
and successfully cope with the negative tension. To illustrate, the learner can use the graph 
with the teacher in tutoring sessions by drawing the line on the graph and recognizing which 
stages of the learning task bear the highest and the lowest anxiety rates; be it the pre-
production, production or post-production stage. I believe this is a recommendable tool be-
cause it makes the anxious learner recognize and better understand their learning fears that 
debilitate their learning experience. Thus, all the activities mentioned tackle the learner affec-
tive dimension and can be further discussed orally in groups or with the teacher. Anyhow, we 
should stress that anxiety-free techniques cannot be put in practice unless the teacher decides 
to use them in the lesson design.    
6.3 TEACHER STRATEGIES FOR ANXIETY- FREE LEARNING 
 
Ortega (2007: 123) emphasizes that the “anxiety-reduction techniques” of cognitive restruc-
turing, rational emotive therapy, ands self-talks are carried out via a two-step process: the 
learner first elicits any irrational beliefs that accompany their learning, and secondly, through 
verbal expression they have to transform these negative fears into more positive thoughts 
through a class discussion. Such techniques attempt to diminish the irrational learner’s fears 
through in-class discussions where students clearly realize that they might share common 
classroom fears. In short, the primal aim of these techniques is then to make the learner more 
motivated for future language attempts (Silva Ros 2005: 1033). Hence, discussions on self-
observed feelings can facilitate the language acquisition as they strive to “jeopardize” the 
presence of irrational and self-destructive beliefs, and further attempt to create optimal condi-
tions for a productive language development (Ortega 2007: 123). Similarly, Arnaiz and Pérez-
Luzardo (2014: 70) agree with the views of Ortega and highlight that feeling-orientated class-
discussions can contribute to a more cooperative classroom society.  
In addition, interactive oral activities are more beneficial to the speaking skill compared to 
monologues or direct oral questions that require an immediate response (Rubio Alcala 2002: 
175). Similarly, Arnaiz and Pérez-Luzardo (2014: 69) underline that in-class interactions are 
of prime importance as they make the learner train the control of their TL speaking skill. Ad-
ditionally, no teacher intervention in group work can be a good strategy as the learner feels 
“free” to attempt communication which has an improved fluency as a result (Kalan 2008: 
300). Thus, through communicative speaking activities the learner feels more ready to exper-
iment with the language in a spontaneous and anxiety-free manner (Čok 1999, ibid.). To re-
phrase, the implementation of group projects and cooperative speaking groups gives the 
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learner an opportunity to reach their language potential in a positive environment (Arnold 
2011: 15-16). Besides, the teacher can facilitate classroom activities by using visual (pictures, 
mime, gestures) audial, and kinesthetic (the use of body movements) helpers (Skela et al. 
1999, in Čok et al. 1999: 87). Similarly, several authors stress the teacher can alleviate the 
learner anxiety via: implementing group work, learning games, and especially by showing 
understanding, patience, and their friendly or even humorous side to their learners (Young, 
1990; Price, 1991, in Rodriguez and Delgado 2008: 218). Accordingly, to assist the fluency 
and the overall communication, the following predominant propositions are regarded: slower 
language pace, paraphrases, familiar topics along with the use of known vocabulary, and last-
ly, repetitions for a clearer comprehension (Johnson 1989, in Dagarin 2008: 285).  
Overall, positive notions such as empathy and solidarity make the learner grasp that teachers 
share an interest in them and care about them as unique individuals and language learners 
(Young 1991: 433). Teaching that pays sufficient attention to cooperation and mutual support 
is more likely to result in self-confident, risk taking and autonomous learners (Arnold 1999, in 
Arnold 2011: 19). Hence, via the holistic approach, the teacher is on solid ground to establish 
a close-knit community of learners with conditions that optimize the overall FL experience. 
Similarly, Arnold and Brown (1999, in Pérez-Paredes and Martínez Sánchez 2001: 338) point 
out that educators should strive to design lessons by taking into account the emotional aspect 
of the language learner to capacitate an efficient language progress.  
To conclude the central ideas of the first, theoretical part, we can establish that it is of central 
importance for educators to acknowledge the existence of anxiety to better understand that 
poor student performance is not always a lack of poor motivation or ability. This is in line 
with Kalan (2008: 301) who determined that the recognition of affect is necessary as negative 
emotions such as anxiety and fears are very likely to meddle in the (speaking) skill develop-
ment. It is of outmost importance for educators to acknowledge the need for further investiga-
tion on speaking anxiety in order to contribute to a positive and relaxed in-class oral commu-
nication. Likewise, we have to ensure positive and emphatic attitudes in the classroom via the 
model of teacher-student relationship since they directly influence the model of target lan-
guage-learner relationship. Qualitative instruments such as diaries and classroom observations 
could also further deepen our understanding of speaking anxiety in terms of classroom speak-
ing activities and the overall speaking development.  
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7. RESEARCH DESIGN AND METHODOLOGY 
7.1 Participants 
 
The study consisted of 106 Slovene students, who in the 2018/2019 school year, answered a 
questionnaire, and 4 teachers of English and Spanish who took part in an interview. The par-
ticipants were primary- and secondary-school students of English (L-2) and Spanish (L-3). 
Sixty-one of them (58%) were females and forty-five (42%) were males. Primary-school 
learners were aged from 12 to 14, and secondary-school learners were aged from 16 and 18. 
The first group of learners comprise 38 (36 %) students in their 7
th
, 8
th
, and 9
th
 grade at      
Osnovna šola narodnega heroja Maksa Pečarja (a primary school) and the second group con-
sists of 68 (64 %)  2
nd
, 3
rd
, and 4
th
 year students at Gimnazija Šentvid (a secondary school).  
7.2 Instruments 
 
The instruments in the research part of this M. A. thesis were a questionnaire
4
 and a set of 
questions for the interviews
5
 with four teachers (designed by myself). For the questionnaire, I 
have decided not to employ the FLCAS as it aims to measure general classroom anxiety 
whereas this M.A. research is specifically orientated towards speaking anxiety only. Specifi-
cally, for questions 1-7 I have decided to use the questionnaire
6
 by Valentinčič and Velikonja 
(2003) as it tackles stage fright recognition and comprises the analysis of the most frequent 
anxiety symptoms, prevalent feelings that arise at classroom learning, strategies that learners 
rely on to hide their anxiety, and finally it aims to define situations where stage fright is the 
most and least helpful for the learner. Likewise, for questions 8 and 10 I put to use the ques-
tionnaire from the paper by Šifrar Kalan (2008)7 as the author has similarly investigated the 
field of speaking skill and carried out a research about difficulties in oral communication 
among Slovene students of Spanish. A combined method of quantitative (a questionnaire) and 
qualitative data (interviews with teachers) was employed in this research for a broader under-
standing of the study research problem(s).   
The questionnaire included 11 questions, of which 8 questions were close-ended and the stu-
dents needed to circle from one to three statements that they most agreed with. Questions 1-7 
were designed to investigate the most frequent anxiety symptoms, common feelings that ac-
company learning, strategies that learners use to hide anxiety, and finally to define in which 
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 See: Appendix. 
5
 See: Appendix. 
6
 See: Appendix. 
7
 See: Bibliography. 
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situations stage fright is the most and least helpful for the learners. For questions 8 and 10 a 
five-point scale (1-never, 5-always) was used and the learners needed to define their anxiety 
intensity level regarding mistake-making, teacher and the classmates, oral presentation, and 
finally the speech subcategories of pronunciation, vocabulary, fluency, grammar, time-
constraints and misunderstanding of other people’s speech. For question 10 the participants 
needed to define how fond (or not) they are of the proposed speaking activities on a five-point 
scale. Question 9 aimed to investigate the most common source of anxiety in the learners. The 
final question 11 contained 5 open-ended questions where the learners were asked to explain 
their preferences about learning English (L-2) or Spanish (L-3), to name the most stressful 
speaking classroom activity, to define the attitude of their teachers and classmates towards the 
mistakes they make in-class, to state if they do any breathing or relaxation techniques in their 
FL class, and finally to come up with suggestions that would lower or eliminate anxiety in 
speaking-oriented activities.  
The interview form contained 12 questions and aimed to define speaking activities that are 
believed to be the most successful for the learner’s speech development, the teachers’ attitude 
towards the learners’ making mistakes, the most and least stressful speaking activities, ways 
that prompt the shy learners to speak within the class, the most obvious anxiety symptoms and 
sources, to what extent marking (negatively) influences the learners’ attitude towards the lan-
guage learning, and finally to investigate any preventive measure that might lower speaking 
anxiety along with key factors for a positive classroom climate. Here, we have to establish 
that the answers obtained from the (four) interviews reflect the interviewees’ personal teach-
ing experience and should be applied to any other future contexts of study with some limita-
tions. 
7.3 Procedures 
 
The data was collected in December 2018. The questionnaire was prepared in Slovene as all 
participants were Slovenes. In order to carry out the research at a primary school, I first had to 
get back the signed Parent’s Consent forms8 that then allowed me to administer the surveys. 
Before administering the survey, all learners were again informed that their names would be 
kept confidential and used for the purpose of the research only. The survey was administered 
by myself to all learners in the presence of their teacher. All students were first explained the 
instructions before asked to fill out the survey regarding in-class speaking anxiety. The partic-
                                                 
8
 See: Appendix.  
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ipants had no difficulties with the instructions and spent 15 minutes on the average to respond 
to the survey carried out during their regular lessons. Likewise, primary and secondary teach-
ers of English and Spanish were also interviewed at the end of the lesson. The interviews ap-
proximately lasted about 35 minutes, and the interviewees had been informed that their names 
would be kept confidential for privacy reasons.  
7.4 Research aims and objectives 
 
The study explored the concept of speaking anxiety of primary and secondary Slovene learn-
ers at two schools in Ljubljana. It aimed to acknowledge speaking anxiety as an important 
contributor in the learning process regarding foreign language speech development. The re-
search further aimed to investigate the sources of anxiety and to define those speaking activi-
ties that are believed to be the most anxious by the learners. The overall aim was to equip 
teachers with a better understanding of speaking anxiety with hopes to reduce the negative 
learning affect and optimize classroom learning conditions for the future. Based on these ob-
jectives, the following research questions were addressed.    
7.4.1 Research questions 
 What are (is) the principal source(s) of foreign language anxiety in learners? 
 Which factors concerning speaking are regarded as the most problematic for success-
ful oral communication in class? 
 How is speaking anxiety manifested in learners and which strategies do learners em-
ploy to hide speech anxiety?  
 Which time period is most characteristic for the learner to experience stage fright? 
 Which speaking domains are most prone to either positive or negative stage fright     
effect? 
 Which speaking in-class activities are the most and least liked by learners? 
 What is the relationship between assessment and speaking in a FL class? 
 Which of the two foreign languages (English vs. Spanish) is more preferable among 
learners and why? 
 How can we diminish classroom (speaking) anxiety?  
7.4.2 Hypothesis (H): 
1. Anxiety (stress) predominantly stems from the learner’s apprehensive personality 
which prevents them from attempting spoken in-class communication.  
2. The fear of making mistakes and a lack of appropriate language are the most challeng-
ing components in speaking activities. 
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3. Speaking anxiety can be easily manifested through the learner’s speech and body lan-
guage.  
4. The stage fright effect generally thrives at a very beginning of a speaking in-class ac-
tivity.  
5. Stage fright is highly unlikely to help the learner concentrate or excel at speaking     
activities.  
6. Regarding the type of speaking activity and the pattern of interaction learners feel 
more relaxed in executing a pair/teamwork speaking activity as compared to an indi-
vidual speaking activity.  
7. Marked (i.e. assessed) speaking activities provoke higher levels of stress in learners 
compared to unmarked (i.e. unassessed) speaking activities.  
8. Spanish (optional/non-compulsory L-3) is generally the more preferable language 
compared to English (obligatory/compulsory L-2). 
8. RESULTS ANALYSIS AND INTERPRETATION 
 
The interpretation of the results is divided into two extensive parts. Part one consists of the 
analysis of the answers obtained from the completed questionnaires, and the second part of 
the analysis of the answers obtained from the interviews with teachers who took part in the 
study. The analysis of the surveys is divided into several subparts which are discussed in rela-
tion to the research questions as they closely reflect the questionnaire’s content. For the inter-
views’ analysis, once again, it is necessary to specify that each interviewee was assigned a 
letter A, B, C or D to ensure that all teachers’ names were kept confidential for privacy rea-
sons.   
8.1  PART ONE 
 
8.1.1 Research question 1: What are the principal source(s) of foreign language      
anxiety in learners? 
 
In the questionnaire (Q: 9), the learners were given five possible statements A, B, C, D, E 
(and an extra option: Other) where they narrowed down their choices to two answers that best 
described the source of their (debilitative) anxiety. Each of the categories on their own repre-
sents one-hundred per cent (100 %) value.  
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Figure 1: Source of anxiety for primary-school students.   
27 out of all 38 primary-school students (71 %) in this research stated that their anxious feel-
ings stem from low self-confidence, doubts, and shyness, all intertwined under the category of 
personality (answer A). Following up, the second most frequent source of anxiety among 
primary-school students lied in either a very strict teacher (answer D), or too little spoken in-
class practice (answer B). Precisely, 12 out of 38 pupils (32 %) listed a rigid teacher (answer 
D) as a common source of their anxiety whereas 11 out of 38 pupils (29 %) underlined too 
little practice (answer B) as potential anxiety source. If we now take a brief look at the least 
anxiety-perceived sources, only 5 out of 38 (13 %) primary-school students considered their 
parents’ expectations as an anxiety source (answer E) and 5 out of 38 perceived a lack of 
grammar and vocabulary knowledge as an anxiety source (answer C).  
 
Figure 2: Source of anxiety for secondary-school students.  
Likewise, 49 out of 68 (72 %) secondary-school learners confirmed that stress (anxiety) stems 
from their personality (answer A). 40 out of 68 high-school students (59 %), also specifically 
listed insufficient spoken practice (answer B) as the second most anxiety-provoking source of 
their anxiety. Only 22 out of 68 (32 %) secondary-school learners decided to choose a lack of 
knowledge (answer C) as an anxiety source. If we now take a brief look at the least anxiety-
perceived sources, 10 out of 68 (15 %) secondary-school learners pointed out a rigid teacher 
(answer D) as an anxiety source, while only 5 out of 68 (7 %) would consider parents’ expec-
tations (answer E) as a source of their anxiety.   
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Graph 1: Source of anxiety 
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Some study participants specifically put down that they should be offered more speaking 
practice in the classroom. Specifically, certain participants emphasized that classroom objec-
tives should be centered to a greater extent on spoken practice and the language in use. Ac-
cordingly, 1 participant wrote that the teacher should introduce the use of “speech breaks” in a 
speaking class for the learners to relax and calm down. It was also established that the majori-
ty of the learners would be fond of more substantial in-class speech practice regardless of the 
fact that it makes them apprehensive. The argument goes that in this way they could better 
learn to cope with stage fright or at least gain control over it.  
All in all, with 76 out of all 106 participants (72 %) we were able to confirm the first hypothe-
sis and establish that personality is indeed the prevalent source of debilitative anxiety in study 
participants. This is in line with the findings of Spielberger (1983, in Wang 2005: 13-14) who 
confirmed that this is due to the learner’s personality since students with trait anxiety normal-
ly view several learning activities as intimidating. With similar views Arnold and Brown 
(1996, in Daubney 2002: 287) established that anxiety is closely intertwined with negative 
emotional self-perceptions and personality features such as frustrations, doubts, and tension. 
Accordingly, based on the data obtained, we determined that anxiety is predominantly inter-
nally-dependent rather than externally-dependent.  
However, when defining the second most debilitative anxiety-triggering source all plausible 
explanations of a rigid teacher, lack of knowledge, and little practice come very close in num-
ber with regards to this study question. Still, we managed to establish a lack of speaking   
practice (answer B) as the runner up to this research question with 51 out of 106 (48 %) learn-
ers. Anyhow, the gap between both possible explanations is still very big (72 % vs. 48 %) 
which once again gives us the reason to confirm personality as the dominant anxiety source 
(H 1). Finally, we managed to determine the least probable source of anxiety which was an-
swer E (parents’ expectations). Regarding the research findings we can now confirm that par-
ents as an external factor do not have a central or recognized role in the learner’s debilitative 
anxiety in this study case and thus they should not be perceived as a debilitative “anxiety   
trigger”, but a rather neutral contributing factor.  
8.1.2 Research question 2: Which factors concerning speaking are regarded as the 
most problematic for successful oral communication in class? 
 
In the questionnaire (Q: 8) the learners had to state which speaking-oriented dimensions are 
for them the most challenging or stress-enhancing in order to then determine the highest oc-
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currence rate. The participants had to decide based on a five-point scale: 1 = never, 2 = rarely, 
3 = sometimes, 4 = often, 5 = always. To obtain a wholesome view on the research question, 
we decided to add up the respondents’ answers for each of the given columns to then deter-
mine three most and least “problematic” factors that reflect the highest and the lowest occur-
rence rate always with regards to the research study participants. Each column separately rep-
resents one hundred (100 %) per cent value.  
 
Figure 3: Overview of problematic speech domains for all students.  
The pertaining Graph 3 demonstrates that 62 out of 106 participants (58 %) believe that the 
most challenging speaking counterpart resides in giving an in-class oral presentation, fol-
lowed by the fear of making mistakes with 51 out of 106 participants (48 %) and the fear of 
the teacher’s response category with 42 out of 106 participants (40 %) in total. In the contin-
uation, we will present separate data for primary and secondary learners, and comment on 
other results accordingly. 
All primary and secondary learners face the biggest challenge when giving an oral presenta-
tion in front of the class. Precisely, 22 out of 38 pupils (58 %) and 40 out of 68 (59 %) sec-
ondary-school students agreed that oral presentation causes them problems often (4) or always 
(5). A similar ratio among primary and secondary learners (58 % vs. 59 %) hints that general-
ly all learners perceived oral presentations as the most problematic in-class speech act. As 
second anxiety-contributing factor all participants exposed the fear of making mistakes fol-
lowed by the fear of the teacher’s response category. 15 out of 38 (40 %) primary-school 
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learners and 36 out of 68 (53 %) secondary-school learners believe that the fear of mistake is 
something they would experience very often (4) or constantly (5) in a speaking class. A lower 
ratio was observed with the category fear of the teacher’s response where 14 out of 38 prima-
ry-school learners (37 %) and 28 out of 68 (41 %) secondary-school learners fear their teach-
er’s response on the scale often (4) - always (5).   
Nonetheless, the categories fear of the classmates’ response and a lack of sufficient time, were 
categorized as not central to being among the most problematic speaking dimensions. Only 8 
out of 38 (21 %) of primary-school learners and 18 out of 68 (26 %) secondary-school learn-
ers always (5) or often (4) find their classmates as an anxious figure in in-class speaking. 7 
out of 38 (18 %) and as little as 5 out of 68 students (8 %) often (4) or always (5) face time 
constraints. Hence, our data shows that the language learner is believed to be exposed to suf-
ficient time and opportunity in a speaking classroom and to have an overall good relationship 
with their fellow classmates.  
 
Figure 4: Overview of problematic speech domains for all students.  
Throughout the analysis we were able to determine that primary-school students grow greater 
amounts of fears towards the fear of the teacher’s response and a general fear of mistake 
while vocabulary or grammar counterparts as such are not perceived as central problematic 
categories among primary learners. However, we were able to narrow down the internal re-
sults and establish that the vocabulary domain is a more important factor for the learners’ 
speech rather than the grammar domain. Altogether 28 out of 38 primary-school learners    
(74 %) believe to have issues with a lack of vocabulary sometimes (3) while only 18 out of 38 
(47 %) believe to sometimes (3) have issues with insufficient grammatical knowledge. Simi-
larly, 30 out of 68 (44 %) secondary-school learners sometimes (3) experience speech issues 
with vocabulary counterparts as compared to only 20 out of 68 (29 %) who sometimes (3) 
face grammatical struggles in speech. Overall, 58 out of 106 (55 %) admitted to find vocabu-
lary as a problematic speaking dimensions and 38 out of 106 (36 %) exposed grammar as a 
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problematic speaking dimension. To rephrase, according to the respondents’ answers, vocabu-
lary was given a greater recognition over grammar with regards to the learners’ TL speech.  
Specifically, the ratio clearly drops from 55 % (vocabulary) to 36 % (grammar) for all learn-
ers, which gives us the reason to assume that if participants do face obstacles in the spoken act 
it is mostly due to a limited vocabulary rather than a grammatical misconception. Here, we 
could even assume that a great majority of primary learners would at least on given occasions 
find themselves “speechless” which would be due to a lack of a more extensive vocabulary 
that would consequently prevent themselves from expressing more spontaneously in in-class 
communication. Here Woodrow (2006, in Lee 2014: 15-16) distinguishes between “skill defi-
cit learners” who experience anxiety due to poor speaking practice whereas “interference re-
trieval learners” face constraints in remembering the newly-acquired knowledge. The answer 
can even lie in that the students do not yet have an extensive vocabulary span in their L-2 (or 
L-3) systems compared to their mother tongue (L-1) where their linguistic vocabulary span is 
much higher and specifically applied in everyday use for real life communicative purpose. 
Additionally, Skela (1999, in Čok et al. 1999: 102) specifically stresses that meaningful com-
prehensive vocabulary and grammar practice are indeed crucial since they make the learner 
acquire at a faster rate and for a longer time-period, as well. 
As far as the relationship pronunciation – fluency, results showed greater difficulties with the 
fluency of speech rather than with sound pronunciation. Precisely, taking into account n. 3 
(sometimes) on the scale, 7 out of 38 (18 %) sometimes have pronunciation difficulties 
whereas 13 out of 38 (34 %) find a greater difficulty problem in the fluency dimension on an 
occasion (3: sometimes). For secondary-school participants, the ratio pronunciation - fluency 
was basically even as 18 out of 68 (26 %) secondary learners sometimes (3) face pronuncia-
tion struggles and 19 out of 68 (28 %) sometimes (3) struggle with speech fluency. All in all, 
25 out of 106 (24 %) exposed pronunciation as problematic whereas 32 out of 106 (30 %) 
exposed speech fluency as problematic. This comparison made us convince that generally all 
study participants see a slightly bigger challenge in speech fluency which is for them appar-
ently at the same time harder to conquer compared to acquiring the pronunciation of individu-
al words or longer speech units. Overall, on the measure scale sometimes = 3, fluency was 
established as the more challenging category for the TL learner’s speech compared to pro-
nunciation difficulty constraints.   
 46 
The least speaking-related problematic factors resided in: not knowing what to say, not under-
standing others and a lack of sufficient speaking time. We then confirmed that a majority of 
all primary-school learners are able to form an opinion in TL speaking activities, regardless of 
the topics being discussed in a non-native language to them. Precisely, 21 out of 38 (55 %) 
primary-school learners and 35 out of 68 (52 %) secondary-school learners never (1) or rarely 
(2) struggle with not understanding others. This gives us the grounds to believe that in gen-
eral all students are able to follow the TL speech of their class counterparts as more than a 
half of all participants rarely recognize an issue in understanding either the lesson flow, their 
teacher or fellow classmates, including. Moreover, 20 out of 38 (53 %) and 23 out of 68      
(34 %) students never (1) or rarely (2) have issues with not knowing what to say. The latter 
data (53 % vs. 34 %) also hints at the idea that secondary-school learners - compared to pri-
mary-school learners, highly likely have more difficulties in commenting on the classroom 
topics which could stem from a more advanced and intense topic level that secondary students 
are already expected to have even though they probably still have not yet come completely 
with terms to excel at it.  
All in all, in-class oral presentations undoubtedly stand out among all given cues as a number 
one challenging and problematic speaking element with regards to the participants’ responses. 
The overall analysis results have shown that the most challenging speaking counterpart re-
sides in giving an in-class oral presentation, followed by the fear of making mistakes and the 
fear of the teacher’s response category. Thus, we were able to partially confirm the H 2 and 
determine that the fear of making mistakes and a lack of appropriate language are among the 
more recognized difficulty components with regards to all participants. However, Oxford 
(1990; Brown 1987, in Oxford 1992: 38) specifically accentuated that speaking despite mis-
takes is absolutely necessary for the oral development as compared to a complete speech 
avoidance. With similar views Krashen (1982: 76) argued that language input can be acquired 
at a faster rate in the “error omission classroom”. On top of that, the author (ibid.: 32) further 
exposed that affective variables such as motivation, self-confidence and anxiety are at the end 
crucial elements that can either hamper, or contrary to that, enhance successful oral commu-
nication.   
8.1.3 Research question 3: How is speaking anxiety manifested in learners and which 
strategies do learners employ to hide speech anxiety?  
 
In the continuation, the most recognized and the least recognized body and speech symptoms 
are further analyzed apart from other research objectives. Since quite some of the participants 
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circled only or two cues and not three as the instruction stated (Q: 1), the analyzed percentage 
might vary to some extent as a certain number of participants marked only one or two answers 
whereas the other portion had three among the given cues. However, we were still able to 
determine the highest occurrence rate among the given cues, regardless of some participants 
not considering the survey instruction. Each category on its own presents one-hundred (100) 
per cent value.  
For (Q: 1), the participants had to define the most obvious anxiety symptoms regarding their 
body language and their speech domain. Accordingly, we also analyzed which of the four 
basic emotions (Q: 2) accompanies the learner under stressful speech situations along with the 
overall state in their mind (Q: 2), and finally we tried to determine the most frequent learner’s 
strategies used in masking their fears (Q: 4).  
 
Figure 5: How is speaking anxiety manifested in students?  
Among the most obvious body symptoms, among primary-school participants, we were able 
to determine the prevalent two: trembling (shivering) with 23 out of 38 pupils (61 %), closely 
followed by faster-than-normal heart rate with 20 out of 38 pupils (53 %). Secondary-school 
students similarly exposed faster-than-normal heart rate with 42 out of 68 (62 %) participants 
and trembling with 32 out of 68 (47 %). Hence, all students, regardless of their level usually 
tend to come across either a faster-than-normal heart rate or trembling. All participants further 
exposed other common signs such as sweating with 11 out of 38 (29 %)  primary-school 
learners and 19 out of 68 (28 %) secondary-school learners, and feeling of coldness with 10 
out of 38 primary- (26 %) and 24 out of 38 (35 %) secondary-school learners.  
Among neutral signs there resided body tension with 8 out of 38 (21 %) primary-school stu-
dents and 15 out of 68 (22 %) secondary-school students, followed by feeling warm and con-
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Graph 5: Body symptoms 
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stant urge to urinate with 6 out of 38 each (16 %). An almost the same ratio was detected in 
secondary-school learners where 10 out of 68 (15 %) exposed feeling warm and 11 out of 68 
(16 %) exposed the constant urge to urinate. Some secondary-school learners also agreed on 
feeling all choked up with 14 out of 68 (21 %) whereas only 4 out of 38 (11 %) primary-
school students agreed on feeling all choked up. Finally, the least frequent body signs with 
regards to primary-school participants resided in: worsened sight with 2 out of 38 (5 %), and 
shallow or either deep breathing with 3 out of 38 primary respondents (8 %) each. According-
ly, only 2 out of 68 (3 %) secondary-school learners experience worsened sight, shallow (15 
%) or deep breathing (12 %) with 10 out of 68 and 8 out of 68 secondary-school participants 
accordingly.  
Besides, behavioral changes are often shown in nervous laughing, blushing, shivering, a low 
trembling voice, repetitive nodding, and avoidance of eye-contact (Scarcella and Oxford 
1982; Young 1991; Oxford 1999; Rubio 2004 in Ortega 2007: 109). Interestingly, under the 
category Other, one participant added nervous knuckle cracking, while another participant 
acknowledged jaw trembling as a body sign. Besides, one person put down stomach pain 
which can be considered under the category of body tension. Interestingly, some secondary-
school learners also put down other categories: waving with hands, cold hands, a headache, 
an overflow of energy and crumpling paper with hands.  
 
Figure 6: How is speaking anxiety manifested in students? 
With regards to speech symptoms primary-school students predominantly exposed stammer-
ing with 28 out of 38 (74 %) and 47 out of 68 (69 %) secondary-school students, followed by 
incomplete partial sentences with 18 out of 38 (47 %) and 35 out of 68 (51 %) secondary 
learners. A smaller ratio for primary-school students was established in the categories: silence 
with 12 out of 38 (32 %), speech avoidance with 11 out of 38 (29 %), and rapid speech clo-
sure 10 out of 38 (26 %). Secondary-school participants here also stressed rapid speech clo-
sure with 28 out of 68 (41 %) and speech avoidance with 19 out of 68 (28 %).  The research 
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findings are in line with Horwitz et al. (1986, in Valladeres Segovia 2015: 9) and Young 
(1991, in Haskin et al. 2003: 34) who argued that speech anxiety is easily manifested via poor 
oral communication, partial oral messages, shorter speech units, forgetfulness and even class-
room silence in extreme cases.  
The least recognized speech sign category resulted in nervous giggling as only 5 out of 38 (13 
%) and 5 out of 68 (7 %) agreed that nervous giggling accompanies their stage fright. A very 
low percentage among secondary learners was also found for silence category as only 12 out 
of 68 (17 %) tend to experience complete speech silence in the class. Under the category: 
Other 3 people exposed forgetfulness, 1 exposed mumbling (muttering), 1 put down a more 
silent speech, 2 exposed a faster-than normal speech, 2 exposed unintelligible speech, 2 ex-
posed shaky voice, 1 exposed high-pitched voice, then 1 exposed yacking and another exposed 
switching to their mother tongue (Slovene).  
 
Figure 7: The most recognized learner’s emotion under stressful speech situations.  
With regards to basic emotions out of which we offered three (anger-fear-sadness) in the sur-
vey (Q: 2), predominantly 29 out of 38 (76 %) primary-school participants exposed the feel-
ing of fear as the most often experienced emotion in uncomfortable learning situations. The 
same results were obtained for secondary-school learners where 45 out of 68 (6 %) experience 
fear as a central emotion in stressing situations. Only 7 out of 38 (18 %) and 16 out of 68 (23 
%) stated to experience sadness. The lowest ratio was detected at anger element where only 2 
out of 38 (5 %) and 6 out of 68 (9 %) exposed anger as the main accompanying feeling. Only 
1 confided to feel “excitement” when confronted with stage fright, which is interesting as it 
draws links to certain benevolent effects that stage fright surely has for some learners. All in 
all, 74 out of 106 (70 %) exposed fear as the emotion central to stressful situation, followed 
by sadness with 23 out of 106 (22 %), and 8 out of 106 (8 %) agreed on anger element.   
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Figure 8: State of mind in stressing situations for all students.  
On the mind level, 25 out of 38 (66 %) primary-school students and 41 out of 68 (60 %) sec-
ondary-school students confirmed to struggle with learning focus, including concentration 
issues and negative thoughts with regards to a potential failure. Nonetheless, a smaller ratio of 
students, with 12 out of 38 (32 %) and 18 out of 68 (27 %) confirmed to experience faster and 
a more rapid concentration flow in stressful situations. All in all, 66 out of 106 (62 %) experi-
ence a “downfall” in stressing domains whereas 30 out of 106 (28 %) experience an increase 
in the concentration focus.  
We can now determine that the study participants experience either of the two “mind paths” 
in stressing situations. However, we did manage to conclude that learners who normally 
struggle with focus prevail over those who are able to adopt to a more rapid and intense con-
centration flow in determined learning situations. Besides, here Puklek (1997, in Pavlin 2012: 
31) even emphasizes that anxiety is likely to create “a mental absence” in the mind of the 
learner which can unfortunately hamper them from monitoring their speech and carrying out a 
successful speaking act. To illustrate, a minority with 1 primary participant and 9 secondary-
school participants, confirmed to experience an empty mind in the given situation for which 
more than one possible interpretation could be presented here. On one hand, these students 
might not be anxious by definition and are simply detached from the negative affect or they 
might experience constant blank mind as a result of a mental blockade when confronting stage 
fright; for which both interpretation are here plausible, indeed.  
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Figure 9: Which strategies do students employ to hide speech anxiety?  
The analysis also investigated the tactics that students use to mask their anxious feelings in 
class activities (Q: 4). Horwitz et al. (1988, in Young 1991: 430) here specifically underlined 
that some anxious students can choose to invest greater efforts in their learning rather than 
just withdrawing from in-class interaction.  
We established that students do rely on distracting themselves from uncomfortable feelings 
with applying the following tactics that had the highest occurrence rate: by executing an ex-
cellent presentation with 17 out of 38 (45 %) and 32 out of 68 (47 %), or by having a big grin 
on their faces with 19 out of 38 (50 %) and 38 out of 68 (56 %). Here we have to accentuate 
that grin by definition is different from smile as it is a form of smile that can also describe the 
smile that is not really the result of pure happiness but it can actually be a great hiding facial 
strategy as interpreted here. Further, having good time with other classmates (e.g. making 
jokes in the class) with 18 out of 38 (47 %) and 21 out of 68 (31 %) was also found as a usual 
hiding strategy that quite several students would use to mask a stressful classroom position.  
Already Leary (1982, in Young 1991: 429) acknowledged that students can even go as far as 
to intentionally hide their poor speaking ability by smiling or nodding insofar as to protect 
their fragile self-image. From all the given we were able to determine that overall students do 
rely on positive masking tactics to better hide themselves and do not resort to negative mask-
ing tactics as is showing off arrogance with 1 out of 38 (2 %) and 9 out of 68 (13 %) or show-
ing disinterest in the learning activity with 6 out of 38 (16 %) primary- and 11 out of 68 (16 
%) secondary-school students. Giggle as a masking strategy was not cited to a greater extent 
with 9 out of 38 (24 %) and 14 out of 68 (21 %) accordingly. Here we should accentuate that 
the participants who did opt for this category probably referred here to nervous giggle or to 
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embarrassment giggle rather than to a positive and amusing perspective of the word giggle as 
such.  
Under the caption: Other, 9 participants exposed that they cannot hide their fears. Then, 1 
participant exposed avoiding direct eye-contact with the interlocutor, 3 exposed to rely on 
slow deep breathing, then 1 person confided to knuckle fingers, 3 exposed the importance of 
body movement in the classroom, and finally 1 person decided to relay on positive affirma-
tions such as: “I tell myself that it is pointless to be afraid”. Secondary-school students      
exposed the following: improvisation (1), creating a laid-back image (1), looking at the floor 
and speaking with one arm supporting the head on the desk (1), and finally giving off the im-
pression of  being clueless (1).   
All in all, we positively confirmed H 3 and determined that any intimidating feelings can be 
easily detected via certain speech occurrences or via body language signs where the latter, 
however, cannot always be seen to the teacher’s eye. Among body language symptoms, trem-
bling (seen on the outside) and faster-than-normal heart rate (not seen on the outside) prevail 
among all learners with regards to the body language sign results. Stammering was defined as 
the most often cited speech deficiency in stressing domains. The basic emotion that students 
primarily experience in stage fright learning context resulted in fear with 73 out of 106 (69 %) 
students. Moreover, a majority of all learners reported to struggle with concentration rather 
than to acquire a greater and faster concentration flow in stressing domains. Finally, we were 
able to determine that learners generally put their efforts into positive masking tactics as are a 
big grin with 57 out of 106 (54 %) and excelling at oral presentations with 49 out of 106 (46 
%) whereas negative masking tactics such as arrogance with only 10 out of 106 (9 %) and 
nervous or embarrassing giggle with 23 out of 106 (22 %) had obviously the lowest occur-
rence rate with regards to this research question.  
8.1.4 Research question 4: Which time period is most characteristic for the learner to 
experience stage fright?  
 
Here, we aimed to establish the time period where stage fright tends to bear the strongest   
effect (Q: 3) on the students’ oral performance at speaking in-class activities.  
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Figure 10: Which time period is most characteristic for the student to experience stage fright? 
For the prevalent time period of stage fright we established that overall all students experience 
stage fright right before the very act of speaking which was agreed by 26 out of 38 (68 %) 
primary learners and 52 out of 68 (77 %) secondary learners. They were followed by 8 out of 
38 (21 %) and 8 out of 68 (12 %) students who experience stage fright at the starting point of 
the speaking activity - once the activity is in the progression stage. Finally, the lowest ratio 
with only 4 out of 38 (11 %) and 8 out of 68 (12 %) results in students who still face the stage 
fright effect following the end of the stressing situation. All in all, 78 out of 106 (73 %) expe-
rience stage fright before the speech activity, 16 out of 106 (15 %) reported to experience it at 
the start of the speech act and finally, 12 out of 106 (11 %) experience it yet at the activity’s 
end.  
From all above, we established that centrally primary-school students are more likely to sub-
due to stage fright right before the delivery of the speech act (activity) rather than at the very 
beginning of a speech activity. Additionally, we also concluded that stage fright is very rare to 
keep thriving once the stressing speaking situation has already come to an end. All in all, we 
had to reject H 4 as were able to determine that all students predominantly experience stage 
fright right before the class activity and not at the very start of the class activity as it was sug-
gested in the established hypothesis.  
8.1.5 Research question 5: Which speaking domains are most prone to either positive 
or negative stage fright effect? 
 
Here, we aimed to investigate whether stage fright functions exclusively as a debilitative 
mechanism, or whether stage fright can even acts as a supportive (facilitative) mechanism on 
the learners’ oral in-class performance. Likewise, we decided to investigate at which speech 
domains stage fright can be regarded as most beneficent and most problematic (Q: 5, 6), and 
73% 
15% 11% 
0%
20%
40%
60%
80%
Before the speaking activity At the start of a speaking activity At the end of the speaking activity
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finally we aimed to determine the most cited adjective (Q: 7) that best described the learner’s 
emotional state once the stressful speaking activity has come to its end.   
 
Figure 11: Stage fright effect on the student’s emotional state.  
For Q: 5 a large majority, with 31 out of 38 (82 %) primary-school participants and 54 out of 
68 (79 %) secondary-school students acknowledged that stage fright is definitely not a sup-
portive (facilitative) mechanism that would allow them to feel more focused or confident to 
perform speech activities. Nonetheless, with an obviously lower ratio as little as 7 out of 38 
(18 %) and 14 out of 68 (21 %) confided that stage fright is in fact a rather supportive emo-
tional mechanism which positively influences their overall language performance. All in all, 
85 out of 106 (80 %) study participants perceived stage fright as a debilitative mechanism and  
21 out of 106 (20 %) study participants perceived it as a supportive or facilitative mechanism 
for their oral language performance. 
 
Figure 12: Which speaking domains are most prone to (negative) stage fright effect?    
Furthermore, for Q: 6 precisely, 23 out of 38 (61 %) and 33 out of 68 (49 %) participants we 
managed to determine that stage fright persists in oral presentations mainly. A quite lower 
ratio was observed with the categories of classroom focus with 6 out of 38  (16 %) and all 
speaking class activities with 7 out of 38 (18 %) for primary-school students. Similarly, 13 
out of 68 (19 %) and 16 out of 68 (23 %) exposed stage fright to primarily persist in class-
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room focus and all speaking class activities accordingly. All in all, 56 out of 106 (53 %)   
participants claimed that stage fright prevails at oral presentations, 23 out of 106 (22 %) 
agreed that stage fright hampers them at all speaking activities, and finally 19 out of 106     
(18 %) claimed stage fright to hamper their classroom focus.  
This data suggests that even though stage fright is present in all speech domains, it clearly 
most stands out when it interferes with the student’s oral class presentation as it is executed 
by one student only and on top of that it is evaluated and graded with a final mark. On top of 
that, Young (1990, in Ortega 2007: 110) accentuated that oral presentations are definitely the 
most fragile speaking activity as they are highly likely to prompt self-doubts and low confi-
dence in the learner.  
An analysis data that might also be interesting is the fact that only 8 out of 106 (8 %) partici-
pants do not consider that stage fright would limit or hinder their TL capacity in any speaking 
task. Thus, in general we can now once again confirm that almost all primary-school students 
perceive stage fright as a debilitative mechanism that would disable the learner from fully 
interacting especially in giving in-class speeches.  
 
Figure 13: Learner’s emotional state at the speaking activity’s end.  
For Q: 7 the adjective that best described the student’s emotional state once the stressful act 
has finished, was “relaxed”, “calm” or “peaceful” with altogether 58 out of 106 (55 %) learn-
ers included. Surprisingly, quite some primary-school students– with 21 out of 106 (20 %) 
would describe themselves as either feeling “exhausted” afterwards and 20 out of 106 (19 %)  
reported to feel “happy”, as well. Among the least common emotions that learners overall 
experience following a stressful class activity are feeling “sleepy” with 3 out of 106 (3 %), 
then 2 out of 106 (2 %) reported “sadness” while 1 person put down feeling “livened up” and 
1 put down “focused”. From all above, we can acknowledge here that the notion of feeling 
calm and at ease seems to prevail over happiness for a majority of primary learners. Accord-
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ingly we confirmed that the feel of relaxation is the first emotion a learner normally experi-
ences following a stressful class activity.  
Overall, we managed to confirm the H 5 as we determined that 85 out of 106 (80 %) of all 
study participants do not consider stage fright as a useful mechanism that would help them in 
the execution of successful speech activities. Still, 21 out of 106 (20 %) learners agreed that 
stage fright can actually act as a support mechanism regarding classroom focus and overall 
speaking activities in general. Most importantly, we established that primary and secondary 
learners, regardless of their level or age, are especially and predominantly hampered by stage 
fright at giving oral presentations rather than at all speaking activities or at maintaining class-
room focus.  
8.1.6 Research question 6: Which speaking in-class activities are the most and least liked 
by learners? 
 
In the questionnaire (Q: 10) the learners had to decide how fond they are of the given speak-
ing activities in class on a five-point scale 1 = really like, 2 = like, 3 = quite like, 4 = do not 
like, 5 = really do not like. To obtain a greater scope of the respondents’ answers, we decided 
to add up the respondents’ answers for each of the given columns to then determine: the most 
liked speaking activities, neutral speaking activities (which prevailed) and finally, the least 
liked speaking activities as analyzed from the respondents’ answers. Each category on its own 
represents one-hundred (100 %) per cent value. In the continuation, we will analyze the stu-
dents’ answers on scales 4 and 5 as they represent the least-liked speaking activities (Q: 10).  
With 21 out of 38 (55 %) more than a half of all primary-school students claimed that they 
really do not like (5) or not like (4) oral presentations. The latter data was once more ob-
served with higher-level participants in the study. Particularly, 35 out of 68 (52 %) secondary-
school students again claimed either really not to like (5) or not like (4) oral presentations. 
Furthermore, a similar ratio was observed in the category oral exam where 27 our of 38 (71 
%) primary-school students and 33 out of 68 (49 %) secondary-school students stated really 
not to like (5) or not to like (4) oral exams.  
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Figure 14: The least enjoyable speaking in-class activity for all students. 
Altogether, on the scale 4 = do not like and scale 5 = really do not like, 60 out of 106 (57 %) 
participants overall claimed oral exams as one of the activities they least like to participate at 
in-class whereas 56 out of 106 (53 %) claimed oral presentations similarly agreed on strong 
detachment from participating at giving oral speeches in-class. Overall, we determined that 
the two above speaking categories generate an intimidating or uncomfortable communicative 
learning environment. Accordingly, we determined that oral presentations and oral exams 
basically raise the negative learner’s affect which is due to the intimidating class atmosphere 
that is closely intertwined with numerical assessment, precisely. On top of that, Horwitz et al. 
(1991, in Rubio Alcala 2002: 174) explained that oral exams are highly likely to induce    
apprehension in the learner since they simultaneously provoke both test anxiety and commu-
nication anxiety at the same time. The interpretation of the results on the most stressful speak-
ing activity continues under Research Q. 7 (p. 60).   
 
Figure 15: Neutral speaking activities on the preference scale (3: quite like) for all students.  
In the continuation we will comment on the neutral speaking activities which basically com-
prises a majority of the given speaking activities analyzed. Creating dialogues with the help 
of written prompts, answering teacher’s questions, describing a photo or picture, summariz-
ing short stories, and orally expressing an opinion were found as neutral speaking activities 
among all study participants. On the scale 3 = quite like, 49 out of 106 (46 %) agreed to quite 
like orally creating dialogues, 45 out of 106  (42 %) stated to quite like answering teacher’s 
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questions, 45 out of 106 (42 %) agreed to quite like describing a picture, 44 out of 106 (42 %) 
agreed to quite like summarizing stories, and finally, 38 out of 106 (36 %) agreed to quite like 
expressing an opinion. The highest occurrence rate for n. 3 made us convince that the above 
categories were perceived as rather neutral than the most or the least enjoyable speaking cate-
gories. This is precisely why we categorized them as neutral speaking activities.   
Throughout the result analysis so far we concluded that all of the above speaking activities 
have one common point. To specify, all activities discussed above are one learner-based re-
garding the pattern of interaction where at the same time the learner has to show off their au-
tonomous TL skill capacity at describing, summarizing, and creating to successfully carry out 
the given speaking task. This is to say, we managed to outline that speech tasks which under-
line the one-sided learner involvement rather than a two-sided learner involvement, suggest a 
greater liability span for anxiety and its pertaining speech and body signs to intervene, as sug-
gested in the analysis results. In fact, Oxford et al. (1991, in Oxford 1992: 35) argues that a 
linear teacher communication simply makes the learner directly exposed to the teacher’s crit-
ics and has as a consequence a fragile and vulnerable interaction on part of the learner as a 
result.  
 
Figure 16: The most enjoyable in-class speaking activity for primary-school students. 
The data has shown the most enjoyable speaking activities among primary-school students 
were the following three: pair speaking activities, role-plays, and finally in-class games. Ba-
sically, 23 out of 38 (61 %) confided to really like (1) or like (2) pair speaking activity, 21 out 
of 38 (55 %) agreed to really like (1) or like (2) role-plays, and finally 20 out of 38 (53 %) 
really like (1) or like (2) in-class games.  
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Figure 17: The most enjoyable in-class speaking activity for secondary-school students.  
Apart from the three categories discussed, secondary-school students also exposed: group 
speaking activities and whole class discussions with teacher. Overall, group speaking activi-
ties, whole class discussions with teacher, pair speaking activities, and in-class games were 
found among the preferable categories. Precisely, 44 out of 68 (65 %), 41 out of 68 (60 %), 40 
out of 68 (59 %), 37 out of 68 (54 %) secondary-school students claimed to really like (1) or 
like (2) doing the following speaking activities in the same exact order: group speaking activi-
ties, whole class discussions with teacher, in-class games, pair speaking activities. We thus 
determined the most-liked speaking categories based on the highest occurrence rate on scale 1 
= really like along with scale 2 = like, and the lowest rate observed on scale 4 = do not like 
and scale 5 = really do not like. In the continuation, we will further analyze the students’   
answers who specifically opted for scale 4 = do not like or scale 5 = really do not like (Q: 10) 
which represent the least liked speaking in-class activities.  
Among the common reasons for stressful oral presentations the students listed: a) the fear of 
getting a low mark, b) uneasiness and nervousness at performing in front of others, c) experi-
encing stage fright, d) other people’s evaluation, e) being exposed and in the center of atten-
tion), f) mentally tiring, g)  little to no effect on the interlocutor – due to a lack of speech flu-
ency, h) improper vocabulary usage, g) being grammatically correct, h) too little practice,      
i) feeling uncomfortable at maintaining eye-contact, j) the criteria of remembering everything 
by heart, k) numerical assessment, l) high parents’ expectations, m) mockery, n) concentration 
issues, o) lack of talent, p) afraid of committing a mistake, and lastly, q) not fitting the criteria 
of speech length (too short).   
Among the common reasons for stressful oral exams the students listed: a) the fear of getting 
a low mark or lower than wished upon, b) stressful or intimidating atmosphere c) teacher near 
presence, d) fearing the teacher’s response, e) afraid of committing a mistake, f) lack of focus 
out of nervousness – a mental blockade, g) speech fluency issues, g) nervousness and stage 
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fright – mental “blackout”, h) too subjective, i) numerical assessment, j) being exposed in 
front of others, and also k) little preparation time and the lack of immediate speech automa-
tism.  
Among the common reasons for stressful (or here: dysfunctional) group speaking activities 
the students listed: a) nobody is seriously taking the task, b) being more successful at individ-
ual tasks, c) afraid of saying something wrong, d) dislike reporting on the findings, and also  
e) annoying atmosphere. Among the common reasons for summarizing short stories the 
learners listed: a) mockery, b) afraid of mistake-making, c) stammering at speaking due to 
stage fright, d) doubts about uttering proper meaningful summary, d) nervousness, e) needing 
more time to first put down notes – lack of speech automatism, f) not understanding the text, 
g) struggling at putting thoughts into worded logical sentences together, i) boring, and j) lack 
of vocabulary.  
Among the common reasons for feeling uncomfortable at answering teacher’s questions, the 
students exposed: a) having doubts at giving an either correct or incorrect answer, b) not un-
derstanding the teacher question, c) not knowing the answer, d) thinking about mistakes and 
proper pronunciation, e) lack of vocabulary. 2 learners exposed having issues at expressing 
their opinion due to: a) fearing other classmates’ opinion, or b) most of the groups members 
will not agree with my views.  
Among the common reasons for feeling uncomfortable at describing a photo or a picture the 
students predominantly exposed: a) lack of vocabulary span and b) poor vocabulary apart 
from c) feel of uneasiness at speaking in front of other classmates. Accordingly, 1 person con-
fided to feeling uncomfortable at participating in whole class discussion with the teacher due 
to: a) being afraid of coming off as odd or strange in other people’s eyes.  
All participants claimed oral exams and oral presentations among the least-liked speaking 
activities whereas, however, primary- and secondary-school participants shared similar but 
not the same views on the most popular or most-liked speaking categories. Primary school 
learners mostly find the following speaking categories enjoyable: pair speaking activities, 
role-plays, and in-class games. Secondary-school students are mostly fond of: group speaking 
activities, whole class discussions with teacher, in-class games, and  pair work activity. These 
results are in line with the suggestions of Koichi (2003: 16) and Kalan (2007: 993) who 
claimed that learners feel more comfortable and relaxed in group work as it provides far better 
conditions for the oral fluency development and the lesson dynamics which assist to security 
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and cooperation among the learners. At the same time no teacher intervention in group work 
is more likely to make the learner experiment with the TL both in a spontaneous and anxiety-
free manner (Čok 1999, in Kalan 2008: 300).  
We thus acknowledged that the above most enjoyable speaking categories above possess one 
common feature, as well. They are pair or teamwork based rather than individual-based re-
garding the pattern of interaction. This is, indeed, not surprising as individual speaking acts 
(e.g. oral presentation) specifically strive towards more autonomous individual effort and are 
on account of that more challenging. Generally, we concluded that activities distinguished by 
more-than-one-person interaction and more-than-one-person communication are more popu-
lar among the learners and accordingly less intimidating as a result. Likewise, Arnold (2011: 
15-16) and Skela (1999, in Čok et al. 1999: 110) believe that group work and cooperative 
speaking activities can enhance the learner’s language potential and extend the learner’s 
speaking practice in a positive stress-free environment. All in all, we confirmed H 6 as the 
results analysis have shown that all learners feel more relaxed and comfortable at more-than-
one-person speaking activity regarding the very type of a speaking activity and the pattern of 
interaction, as well.  
8.1.7 Research question 7: What is the relationship between assessment and speaking in 
a FL class? 
 
Here, we aimed to discuss the relationship of marking and speaking activities specifically    
(Q 11) to then determine to what extent grading affects the students’ emotional state of well-
being in the classroom. After the analyzed results we wanted to determine whether assessment 
and speaking exist in a co-dependent relationship or the co-existing links between the two 
dimensions are neutral or even negligible. At the analysis’s end we were able to confirm the 
data previously discussed under Research Q 10, and once again outline that oral presentations 
and oral exams are by far and beyond  activities where learners least want to participate at. 
For Q 11 we further aimed at establishing the most stressful speaking in-class activity and 
discuss the explanatory reasons behind the participants’ responses. Since some learners only 
named the most stressful activity and at the same time refused to state their reasons, we will 
only present those answers that we got from the respondents who shared their views in the 
survey.  
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Figure 18: Stress-provoking speaking activity for primary-school students. 
The analyzed data has shown that 22 out of 38 (58 %) primary learners recognized oral 
presentations as the most stressful speaking activity and 11 out of 38 (29 %) primary learners 
recognized oral exams as a stressful speaking in-class activity while. Then, 2 exposed reading 
aloud, 1 participant listed reciting songs aloud in the class, 1 agreed on orally summarizing 
short stories, 1 agreed on describing a picture or a photo.  
 
Figure 19: Stress-provoking speaking activity for secondary-school students. 
Looking closely, 13 out of 68 (19 %) secondary-school students recognized oral exams as a 
stressful speaking activity whereas 44 out of 68 (64 %) agreed that oral presentations are def-
initely the most stressful speaking activity. 4 exposed answering teacher’s questions (incom-
prehensibility), 2 exposed conversation lessons with native speakers, 1 participant exposed 
lessons with students on their teaching practice, 1 opted for describing a picture or a photo 
(poor vocabulary), 1 opted for reading literary texts aloud, and finally only 1 male participant 
confirmed that none of the speaking activities is a stressor for him. Interestingly, 1 (female) 
participant here stated that she generally always feels terrified at any of the speaking activi-
ties, regardless of the assessment or not. Hence, a really small percentage of participants (1) 
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always struggles at speaking precisely due to the audience being present and the state of un-
easiness that the very situation induces in them.  
First, the students reasoned for oral presentations due to: a) being in the center of attention,  
b) making mistakes, c) other people’s assessment, d) numerical assessment, e) self-doubts 
about conducting a great performance, f) doubts about remembering everything by heart,      
g) parents’ expectations, h) forgetfulness of the text, i) audience, j) high personal expecta-
tions, k) autonomy and individualism of the task, l) disinterest in the topic, m) complex or 
unintelligible presentation topic, n) direct eye-contact, o) lack of preparation time, p) stage 
fright, r) fluency difficulties, s) high teacher expectations, t) stage fear, u) standing alone in 
front of everyone, and finally v) afraid of not fitting the criteria of speech length.  
Secondly, the students reasoned for oral exams due to: a) not knowing which date you are 
going to be called on, b) a lower mark in case of mistakes, c) numerical assessment, d) not 
each and every answer fits the precise answer, e) self-doubts, f) awkward silence during ques-
tioning, g) near teacher presence, h) state of nervousness, i) lack of concentration. Finally, 2 
learners exposed reading aloud as an uncomfortable speaking activity due to: a) slow reading 
flow aloud (frustrates other classmates and incites nervousness in them), or b) fearing other 
people’s evaluation at reading aloud (pronunciation, including).  
All in all, via the results analyzed we were able to confirm H 7 as the results suggest that 
marked (graded) speaking activities such as oral presentations and oral exams are more prone 
to induce nervousness and uneasiness as compared to unmarked speaking activities. Basically, 
we confirmed that marking of speaking activity (oral performance and oral exam) has a pivot-
al role on the students’ overall emotional state. On top of that, Strahan (2003, in Pavlin 2012: 
23) added that students with traits of test anxiety are predominantly recognized via poor class 
participation and the avoidance of oral TL participation.  
Both categories of oral presentations and oral exams share a common point in the numerical 
assessment for which we believe that this is the central reason, among others mentioned 
above, for the two categories being perceived as most stressful, indeed. This is to say, 
throughout the analysis results we established that the close-knit and co-dependent relation-
ship of marking and speaking affects the students’ emotional state of well-being and their 
comfort zone. We concluded that marking can very easily incite stress in the language learner 
which can further even lead to an anxiety condition (in the long run). Still, we also concluded 
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that there are several other contributing factors apart from numerical assessment that may as 
well provoke a high(er) affective filter in the learner.   
8.1.8 Research question 8: Which of the two foreign languages (English vs. Spanish) is 
more preferable among learners and why? 
 
Here, we aimed to determine if primary and secondary learners are more fond of learning the 
first compulsory L-2 (English) or if they are more prone to learning the L-3 (Spanish) which 
is indeed optional and completely up to the learner choice. To rephrase, we aimed at estab-
lishing any differences on the preferential continuum regarding lower-level and higher-level 
participants. Finally, we decided to investigate if the emotional component plays a role in the 
students’ choice or not. In the captions below, we will discuss the findings from the students’ 
responses from the survey.  
     
Figure 20: Which of the two foreign languages is more preferable among primary-school   
students?  
The study results among primary learners were distributed in an almost even ratio. To narrow 
down, 18 out of 38 (47 %) 7
th
, 8
th
 and 9
th
 year primary-school students prefer learning Spanish 
whereas 19 out of 38 (50 %) are more fond of English learning. Only 1 participant agreed to 
equally love learning both FL subjects. This is to say, at Primary school Osnovna šola 
narodnega heroja Maksa Pečarja half of all language learners prefer English to Spanish 
whereas the other half is more fond of learning Spanish 
.  
Figure 21: Which of the two foreign languages is more preferable among secondary-school 
students?  
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Quite on the contrary, the situation was pretty much reversed at secondary school Gimnazija 
Šentvid where a vast majority of all 2nd, 3rd and 4th year students find English as a more pref-
erable foreign language subject and are especially more fond of it as compared to Spanish. 
The data has shown that 49 out of 68 (72 %) secondary-school students at Gimnazija Šentvid 
opted for English and only 19 out of 68 (28 %) prefer Spanish to English. In the continuation, 
we will first list the reasons behind their choice of preference and then analyze their answers 
accordingly.  
Hence, the results showed English is the more popular language as the learners have been 
learning it for quite some years already which hints at a longer and a more extensive learning 
language practice as compared to Spanish. Given the strong(er) learning foundation, the 
learners apparently feel linguistically tooled enough to express themselves in the target lan-
guage speech. Besides, the media here probably plays a contributing learning role to the 
learner school knowledge as it accompanies the student outside the school environment espe-
cially. In the continuation, we will list the reasons behind the participants’ choice.  
Study participants chose English for the following reasons: a) personal interest, b) day-to-day 
contact and exposure) easier to learn, d) longer learning experience, e) more comprehensible, 
f) little study time for exams, g) greater vocabulary span, h) fluency TL capacity, i) better 
knowledge of grammar and vocabulary rules, j) stronger learning foundation, k) safer lan-
guage system environment, l) more applicable and purposive for the future use,  m) abroad 
experience – high acquisition of TL fluency, n) practicality profile, o) globalization,  p) quali-
fication points for further high school education (externally motivated), r) better acquisition of 
the listening skill. Precisely, participants who chose English predominantly exposed the fol-
lowing (5) reasons: a) easier to learn, b) more comprehensible, c) longer learning experience, 
d) day-to-day exposure) and finally, e) practicality.  
Study participants chose Spanish for the following reasons: a) more fun and interesting,        
b) easier to learn, c) teacher preference, d) less demanding e) better teacher explanation,        
f) more relaxed learning atmosphere, g) lesser focus on writing, h) not obligatory subject   
(optional), i) a good ear for romance languages, j) more understanding, k) more space for fur-
ther progress, l) a bigger challenge, m) sounds better, n) fond of the pronunciation, o) Spanish 
soap opera, p) more successful at it, r) new language, s) greater focus on vocabulary rather 
than grammar. Participants who chose Spanish predominantly exposed the following (4) rea-
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sons: a) more fun and interesting, b) teacher preference, c) less demanding, and finally          
d) more relaxed classroom atmosphere.  
Given the fact that Spanish is a newer and an “unknown” language for a vast majority of 
study participants signals a shorter span of learning experience or basically no previous learn-
ing foundation at all. This is to say, the learners in this study had their first contact with    
Spanish in the FL classroom environment and for majority it is only there (school) where they 
practice the language as it is school-demanding. Besides, we have to stress that Spanish per-
tains to a completely different language group than English. This is to say, Spanish represents 
romance languages whereas English belongs to Germanic languages group. From the given, 
we have to underline several linguistic differences tackle study participants who are learning 
both languages. This means the learners were (and probably still are) in the need of more ad-
justment time to adapting to a completely different grammar and vocabulary system, includ-
ing a completely different pronunciation and intonation system, as well. Overall, the analyzed 
data showed English presents a safer foreign language system where students overall feel not 
only safer and stronger, but indeed more at home; which is also due to a constant contact with 
the target language via the media sources, probably.  
All in all, 68 out of 106 (64 %) study participants specified English as their preference foreign 
language. Quite surprisingly, a really smaller percentage with 37 out of 106 (35 %) was 
observed with study participants who find Spanish as their preferable foreign language. 
Interestingly, none of the learners who voted in favour of English exposed the emotional 
component as a defining reason behind it. Hence, even though those in favour of English did 
expose concrete and solid reasons behind their choice, none of them reasoned for the 
emotional counterpart, indeed. Quite on the contrary, those in favour of Spanish were the only 
ones to expose the emotional factors of fun, kinder language teacher and a more relaxed 
comfort learning environment that were pretty much central to their choice of preference.  
All in all, the reasons in favour of a safer language system, longer learning experience, 
language exposure and future utility characterized in English prevailed over the affective 
factors in favour of fun and interest, teacher preference and less demanding materials featured 
in Spanish. Hence, we had to reject H 8 as we managed to determine that Spanish (L-3) is not 
the preferable language upon the learners’ choice, regardless of being a non-compulsory and 
optional study subject.  
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8.1.9 Research question 9: How can we diminish classroom (speaking) anxiety? 
 
In the questionnaire (Q 11) the students had to define the attitudes of their foreign language 
teacher and classmates with regards to making mistakes in a FL classroom, state if they per-
form any breathing exercises or relaxation techniques and finally come up with suggestions to 
overcome stage fright or stress (anxiety) in speaking activities. In the continuation, we will 
discuss the learners’ responses and comment on them accordingly. 
The participants’ responses showed an overall positive attitude towards classroom making 
mistakes. Besides, none of the participants exposed a humiliating or inappropriate teacher or 
classmates’ correction manner. All primary- and secondary-school students stressed a rather 
positive attitude that exists in the classroom and further confirmed the teacher’s role of a posi-
tive class figure who (kindly) corrects when necessary, gives the chance for self-correction or 
simply corrects at the speaking activity’s end. This is in fact a facilitating factor as Ortega 
(2007: 121) accordingly argues that oral production can be easily facilitated via a supportive 
and cooperative classroom climate.  
Some specifically put down that the teacher is encouraging and strives to motivate the learn-
er’s speech despite any occurrences of mistakes. Some learners also exposed that the teacher 
ignores mistakes but only on an occasion. The only thing that we found surprising in the re-
spondents’ surveys was the fact that one teacher was cited to encourage rote learning for oral 
performances which might be a shortcut for school criteria but not a good strategy in the long 
run if we direct our teaching towards shaping an autonomous language learner for future situ-
ations that simply cannot be anticipated or learnt by rote. Nonetheless, regarding the overall 
picture, we concluded that teacher is a positive learning figure at two schools concerned, and 
is neither ignorant nor negatively-oriented towards students’ making mistakes.   
Furthermore, the majority of participants confirmed that classmates are a predominantly neu-
tral learning element. Particularly, one group of learners exposed that none of the classmates 
relies on mocking, they generally understand and accept other people’s mistakes as a part of 
normal learning practice. Accordingly, some even exposed a general positive and fair mutual 
relationship over a contemptuous classmates’ attitude. Nonetheless, others still confirmed that 
mocking is present in the classroom but it is harmless or not implemented to intentionally 
discourage others. All secondary-school students here referred to either not mean, not taunting 
or not offensive ridicule. Hence, students appear to work in strong team cooperation and at 
the same time they distinguish between offensive and insulting laughter which is contrary to 
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non-intentional friendly teasing that appears harmless or not stress provoking among the study 
participants.    
The analysis results have additionally shown that none of the primary- and secondary-school 
students execute any of the breathing relaxation exercises or techniques to cope with stage 
fright. Judging by the participants’ responses, we thus concluded that none of them is familiar 
with proper relaxation practice in the foreign language class. Nonetheless, we did manage to 
establish that breathing exercises could be of tremendous help as they are said to diminish the 
stage fright effect in uncomfortable learning situations. With similar views Lavine et al. 
(1990, in Oxford 1992: 36) and Oxford (1990, in Bekleyen 2004: 36) proposed that a positive 
class atmosphere can be achieved through cooperative learning activities, the omission of 
overcorrection, also via emotional strategies as are relaxation techniques, deep breathing prac-
tice, self-encouragement practice, and finally via risk-taking. In the continuation, we will 
comment on the participants’ suggestions on ways of eliminating the negative class affect 
towards a more relaxed and less stress-inducing class atmosphere.   
Study participants came up with a great myriad of stress (anxiety) diminishing ways that we 
then divided into the column that focuses on the emotional learning component (A) and a col-
umn which pretty much involves the teacher’s role into bringing certain viable anti-stressing 
techniques into the lesson design and execution (B).  
Learners listed the following suggestions (A) that tackle the emotional learning component:  
a) a more emphatic teacher-student relationship, b) a more individual approach to each learn-
er, c) respectful and kind teacher correction manner, d) active teacher’s listening, e) under-
standing of the learner’s impediments, f) a more encouraging and motivational teacher’s ap-
proach, g) praising the learner’s effort, h) positive self-visualizations, i) meditation, j) a more 
relaxed environment, k) a less direct eye-to-eye teacher contact, l) less perfectionist self-
demands and less troubling self-thoughts, m) use of humor.  
Learners listed the following suggestions (B) that tackle the lesson execution and the teacher 
organization of class work: a) greater speaking practice over writing and grammar, b) less 
demanding syllabus criteria (and a less strict teacher), c) more frequent oral presentations for 
a greater autonomy and control over stage fright, d) better home preparation, e) a gradual and 
step-by-step approach to learning, f) more reading aloud, g) a more intimate testing environ-
ment (with only some classmates present), h) oral exams in the teacher office, i) learning 
games in front of the class (board), j) use of multimedia for breaks in between the lesson, k) a 
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tandem oral presentation, l) more appealing class topics, m) group speaking activities, n) 
greater pronunciation practice, and finally o) elimination of numerical assessment.  
From the given, we can now conclude that all students came up with some really solid and 
viable anxiety-reducing suggestions that should deserve further attention. We also detected 
that students are aware of their study fears that especially affect and target their normal class-
room routine and foreign language speaking development. Besides, the analysis results made 
us confirm that teacher is a crucial classroom factor that can either raise or lower the affective 
filter in learners. Accordingly, several authors acknowledge that situation-specific anxiety 
(FLA) can be alleviated via the implementation of group work, learning games, and an overall 
understanding, patient and even friendly teacher (Young, 1990; Price, 1991, in Rodriguez and 
Delgado 2008: 218). In a similar manner, Johnson (1989, in Dagarin 2008: 285) also pro-
posed slower language pace, the use of paraphrases and repetitions on part of the teacher inso-
far as to facilitate the learners’ acquisition and to assist the overall oral interaction. 
This is precisely why we here once again underline the need for an empathic and encouraging 
teacher who listens to the students’ needs and actively responds to the learners’ speech imped-
iments in a respectful and kind manner, precisely. Interestingly, study participants unanimous-
ly confirmed that they are are not familiar with any of the relaxation techniques or breathing 
steps that are especially designed to tackle and diminish the negative class affect. Regardless 
of that, quite some participants argued in favor of relaxation (breathing) exercises and sug-
gested it as a part of their class routine. This is to say, the category of emotional relaxation 
strategies is probably an area that should deserve further exploration in the field of affective 
foreign language learning to help the shy or anxious population of learners to better cope with 
the negative learning effect. Overall, by taking into account at least some of the above propo-
sitions, the teacher and their students could surely pave the way for a more comfortable learn-
ing environment that is one of the pivotal elements for successful FL speech development. 
8.2 PART TWO 
 
8.2.1 Analysis of the interviews with teachers of English and Spanish 
 
The interviews were conducted in Slovene with secondary school teachers of English and 
Spanish on 4 December 2018, and on 13 December 2018 they were carried out with primary 
English and Spanish teachers. The interviews offer a more personal view on the matter and 
provide a better insight into the topic of (negative) affective component from the point of 
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view of the foreign language teacher. The interviews were carried out to further analyse how 
teachers deal with the introvert (or: anxious) class population and which strategies they use 
(if) to diminish the negative classroom affect at developing the speaking skill. In the continua-
tion, we will discuss and comment on the teachers’ views, precisely. The interviews are en-
closed in Chapter 12 (Appendix 1).   
Which speaking activities successfully develop the learner’s target language speech?  
Oral presentations, whole class discussion with the teacher, pair work, group work and activi-
ties targeted at expressing opinion were all reported to benefit the speaking skill development. 
Oral presentations are, however, done only once in a school year (Spanish) or up to two times 
at most (English) which is definitely not enough practice for the learner to get comfortable at 
speaking in front of the audience. In-class games and role plays were reported to a minor ex-
tent. A secondary English teacher here underlined conversation lessons with native speakers 
who come to school two to four times a year. Nonetheless, one interviewee specifically accen-
tuated that there is too little time devoted to speaking practice as the main focus lies in writing 
since 80 per cent of the final Matura is done in writing whereas only 20 per cent comprises 
the oral Matura exam.  
Interestingly, the Spanish primary teacher exposed that learners prepare for oral presentations 
in advance, learn the text by heart, and only then present it in class. In fact, the teacher further 
acknowledged that oral performances are a stressful speaking activity, but the learners are 
pretty much motivated because they strive towards an excellent mark. From the given, we can 
now confirm that learners can control or hinder their stress by giving an excellent perfor-
mance as was also already mention in the Part one (Research Q: 3). However, the question is 
to what extent can memorized texts be of any usage in real-life purposive communication 
which could be the objective of further research in the field. 
In what ways do you encourage a silent learner to actively participate in speaking activi-
ties? How do you adjust the type of interaction, class materials and strategies in case of a 
shy (or anxious) learner? 
 
Here, all teachers acknowledged that some learners require more encouragement than others. 
The use of humour, kind and encouraging teacher attitude, praise, nodding, pair or group 
work were all commented on as advantageous. Besides, the teachers said to wait for the     
answer or start the sentence instead so the learner does not feel embarrassed or under pres-
sure. One teacher also acknowledged choir practice as efficient since it is less stressful on part 
of the learner’s exposure. Another interviewee stressed that less self-confident learners often 
feel the need to use a perfect grammatically correct speech which could stem from the final 
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Matura exam criteria that is orientated towards grammatical correctness, as suggested by the 
interviewee.  
All teachers exposed that learners have to comply with the same standards; hence, class mate-
rials (as well as the Matura exam) are the same for everyone. However, some adjustments are 
made with regards to the type of interaction. Silent learners are sometimes offered more pair 
work not to feel that exposed in front of others. Weaker or shy students are intentionally given 
easier questions to gain on their self-confidence level. Lastly, the teachers reported that ad-
justments are done specifically in writing, if necessary, but not in oral form where standards 
are set equal for every learner.  
Do silent learners prefer pair and group work speaking activities to individual ones? 
Explain. 
Here, the teachers came up with different opinions which is basically normal regarding differ-
ent learners and age groups, as well. The primary English teacher believes that more-than one 
person speaking activities are preferable as the learner can easily hide behind other stronger 
classmates. Nonetheless, two interviewees agreed some learners are more inclined towards 
individual work as they are more successful at accomplishing the task on their own. Last but 
not least, the secondary Spanish teacher nicely summarized that there are learners prone to 
individual work as they can quickly get overshadowed by their stronger class counterparts and 
yet there are students who prefer to hide behind other teammates in groups or pairs to avoid 
speech exposure. All in all, it depends on the topic material, exercise type and one’s person-
ality’s preferences, as suggested by the interviewees. 
Which speaking activities are believed to incite the highest and the lowest stage fright 
effect along with the pertaining stressful (anxiety) component? Explain.  
 
All teachers unanimously agreed on oral presentations and oral exams as indisputably the 
most stressful speaking activities since they are evaluated by the teacher and classmates. On 
top of that, they are assessed and graded with a final mark. Oral presentations, as suggested 
by teachers, are stressful since the learner needs to memorize longer chunks of a text by heart 
and then free of »cheat sheet« give a presentation in front of the audience.  
What should be accentuated here is that the learner might even burst into tears in case of a 
lower than expected mark and not due to a bad satisfaction about the given performance. This 
data suggests that many a time the learner is predominantly externally motivated on a shorter 
span intensity level where their high expectations can quickly fall apart in case of a lower than 
expected numerical mark. This gives us the reason to believe that the presence of numerical 
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assessment motivates the learner to excel at speaking out of voracity for »mark hunting« in-
stead of perceiving it a practice improvement opportunity. Finally, all interviewees agreed 
that any speech exposure might induce uncomfortable feelings in the learner. Reading texts 
aloud as a speaking-reading activity was reported as the least stress-provoking among all. 
Which do you believe are central sources of anxiety, speaking fears, and stage fright in 
learners? (e.g. low motivation, wrongful beliefs about lacking the talent for languages, 
low self-confidence, high parents’ expectations, numerical assessment)? 
 
The interviewees exposed a poor self-image along with an apprehensive personality as a cen-
tral source of learning anxiety which is basically in line with the study participants’ findings. 
Nonetheless, the teachers here accentuated that a poor self-image could stem from high par-
ents’ expectations, unclear lesson aims, numerical assessment or some other factors that might 
block the learner’s TL speech.   
Overall, a low self-confidence and wrongful beliefs about the need for delivering a perfect 
grammatically correct speech were also regarded as plausible sources. Besides, according to 
one of the interviewees, a low motivation for class work can be an anxiety source as they will 
need to work harder as someone who has already acquired certain knowledge by repetitive 
practice. The primary English teacher even gave a good example of an anxious female student 
who is a native English speaker but still suffers from tremendous stage fright at oral examina-
tion. Therefore, at the very end the very source might not stem from lower language abilities 
or low motivation at all. Overall, one interviewee nicely concluded the thoughts by saying 
that good preparation and positive affirmations should pave way for little to no fears or any 
similar dubious or negative learning convictions. 
Which are typical anxiety signs that you recognize in the learner in a FL classroom? 
Among the typical anxious signs the interviewees centrally agreed on trembling and sweating 
as it was equally confirmed with the study participants. The teachers confided to recognize a 
difference in their body movement (e.g. dancing in front of the board) and posture (stiffness 
of the body), precisely. 
Some learners would be all bowed together looking on the floor whereas others would rely on 
a really quiet voice (almost whispering) or knuckle fingers. Among the obvious facial anxiety 
symptoms some interviewees also acknowledged a possibility of a face redness or paleness. 
On the speech level, the interviewees primarily exposed stammering and the need for speech 
breaks where the learners need some extra time to breathe in and out before they continue. 
 73 
For oral assessment, the teacher exposed bursting into tears and swaying at giving a speech 
presentation as the two most recognized symptoms seen on the outside. All in all, once again, 
two interviewees here once again addressed that these are really exceptional cases that com-
prise a minority out of all learners.  
How do you respond when (if) a weaker speaking learner too often switches to their 
mother tongue during speaking in-class activities?  
The primary English teacher here specified that weaker learners are always encouraged and 
given another opportunity to express themselves, or simply another learner provides the an-
swer. Besides, the primary Spanish teacher narrowed down that the learner should be allowed 
to express themselves in their mother tongue especially at activities that tackle expressing the 
opinion since they require a greater vocabulary knowledge. According to one of the inter-
viewees, learners will always have a say on class topics but might struggle in communication 
out of a poor(er) vocabulary system with which they still do not know how to operate. More-
over, the secondary English teacher explained such cases are rare and where humour can be of 
help by sometimes saying aloud: »This is an English class, remember?« Lastly, one inter-
viewee hinted that such cases prevail in lower level students who struggle with vocabulary. 
Mother tongue was cited as a safer linguistic system to which the learner might resort espe-
cially out of poor vocabulary, and not only out of an intimidating atmosphere, as it might be 
the case, as well.  
How do you react when the learner makes a mistake at speaking activities?                  
(e.g. interrupt and correct, correct later, ask other classmates to correct, do not correct). 
All interviewees agreed that no generalizations can be made as it depends on: the type of a 
speaking activity, lesson objectives and the learner. Nonetheless, all nicely exposed that for 
oral presentations, correction and feedback usually follow at the end of the speaking activity 
as it is important not to interfere with the mind processing at the stage of a free speech pro-
duction. All teachers further exposed simultaneous correction for short speaking activities or 
when exercising grammar forms orally. Furthermore, correction was reported to be ignored or 
omitted in whole class discussion when the focus lies in meaning rather than form. Besides, 
smaller or negligible language mistake that do not interfere with the meaning are also ignored, 
as suggested by teachers. One interviewee nicely exposed that a gentle approach to error cor-
rection is, however, necessary. The same teacher acknowledged that a proper balance of when 
and how to correct is hard as some learners are grateful while others will require constant cor-
rection.  
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Do you believe that oral assessment (negatively) influences the learner’s attitude to-
wards second language learning and the very learning atmosphere in a speaking class-
room? 
 
The teachers truly came up with different perspectives with regards to this topic question. One 
interviewee established that evaluation can affect the learner in either positive or negative 
manner. Precisely, judging by the interviewees’ responses, assessment bears a positive affect 
over those who already possess a good self-image, meanwhile it negatively frustrates the 
weaker learners. Besides, it was also established that some learners are stimulated by a down-
fall (e.g. a bad mark) while others can become further overwhelmed with negative self-
convictions. Quite on the contrary, one interviewee reported no stronger existing links among 
the two dimensions as the assessment was reported to primarily motivate the learner towards 
an excellent performance. With similar views, another interviewee explained that assessment 
and attitude are not necessarily negatively interconnected as learners generally perform better 
at oral than written examination. Precisely, oral examination was reported as not stress-
enhancing for: a) learners with good preparation, and b) learners being aware of poor prepara-
tion with realistic expectations. Last but not least, it was underlined by one interviewee that 
current school system comes with a double-edged perspective as it stimulates external motiva-
tion whereas assessment rather than internal motivation pushes the learner towards academic 
excellency predominantly.  
Do you perform any breathing exercises to overcome stage fright or any other relaxation 
tehniques? 
The majority of interviewees referred to no particular individual guidance simply because 
there is too little time for such practice. However, some teachers acknowledged that learners 
affected with anxiety are advised breathing in and out and offered a more extensive time 
sphere to speak once they are ready. Others confirmed not to using any breathing exercise in 
class as they preferably rely on humour and the use of practical jokes which were reported to 
relax the learner quickly. Nonetheless, all teachers here primarily exposed proper speech 
preparation beforehand to inform the learner about body language techniques and posture 
position at delivering their speech performance. Another interviewee admitted to sometimes 
adhering to guided visualization with means of repairing any concentration outbreaks among 
restless learners. Overall, relaxation techniques were primarily recognized in form of breath-
ing in and out and breaks in between the lesson, which is surprisingly contrary to the study 
participants’ findings who reported no relaxation in-class practice. 
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Which preventive measures do you use during the lesson to diminish the negative 
classroom affect in your learners?  
Here, the interviewees pretty much referred to the following anti-stressing measures: kind 
teacher personality, humour, sitting instead of standing at oral examination, a relaxed voice, 
constant preparation, and an overall emphatic teacher-learner relationship. However, one in-
terviewee especially denoted that there are no preventive measures to be taken under the con-
dition the teacher and learners engage in a respectful, kind and honest attitude towards one 
another.  
Which do you believe are the central factors for a stress-free atmosphere at developing 
speaking in a foreign language classroom? 
 
The interviewed teachers concluded their final thoughts by addressing some of the pivotal 
elements in a stress-free and motivation classroom. The interviewees here exposed the im-
portance of: a) classroom discipline, b) clear teacher explanation, c) humour, d) teacher acces-
sibility, e) openness of the interlocutor (teacher), and lastly, e) fair assessment.  
 
The interviewees specifically reported the benefits of humour usage as they believe it both 
relaxes the learner and further stimulates them at active listening for class participation. None-
theless, one interviewee nicely acknowledged that several factors might intervene the lesson 
development as the teacher might not always come to class at their best mood and some class-
room materials are certainly more exciting than others. Furthermore, one interviewee ad-
dressed fair assessment as central to learner’s attitude towards a foreign language class. Pre-
cisely, regardless of the teacher being more fond of some learners specifically, this should not 
affect the overall assessment stage, as commented on by one of the teachers. Finally, the is-
sues of importance of mistake-making and the establishment of critic-free environment were 
accentuated as central to speaking development.  
All in all, the interviewed teachers all reported on the importance of addressing the emotional 
learner component into the lesson execution. However, none of the teachers admitted to de-
voting their efforts into a whole class presentation of affective factors that can quickly inter-
fere the development of TL skills, speaking included. Hence, an in-class discussion on the 
issue tackled throughout this M.A. thesis might surely add to the pedagogical teacher value 
and benefit at least some learners insofar as to further maximize their TL language potential. 
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9. CONCLUSION 
 
The main aims of this M.A. thesis analyse the major stressors that stem out at speaking in-
class activities with regards to primary-school learners at Osnovna šola narodnega heroja 
Maksa Pečarja and secondary school learners at Gimnazija Šentvid who are learning English 
(L-2) and Spanish (L-3). The study aimed to acknowledge the position of speaking anxiety as 
an important contributor to the learning classroom regarding foreign language speaking     
development.  
In first, theoretical part, we exposed and further commented on several theoretical aspects as 
are: performance in-class anxieties, the concept of debilitative and facilitative anxiety, affec-
tive factors involved within the speech development, speaking anxiety sources and manifesta-
tions, speaking activities along with the role of oral assessment, and finally we reviewed some 
recommendations to alleviate the classroom anxiety effect. By examining the theoretical part 
in this thesis and analysing the learners’ responses and the interviewed teachers’ answers, we 
wanted to determine effective learner and teacher strategies that will further benefit the learn-
er speaking development and the overall target language speech production in-class.  
Before tackling the analysis results, it is of outmost importance to once again explain that this 
research study comes with some limitations. Namely, the interviewed teachers’ answers are 
based on their personal teaching experience and the number of the teachers interviewed (4) is 
simply too little to provide any further generalizations. Accordingly, the analysed question-
naire results are based on the learners’ responses from the two schools taken into examina-
tion. Thus, no further generalizations can be made here since a greater number of schools and 
its pertaining study participants should be involved instead.   
The first research question orientates towards central anxiety sources where the pertaining 
first hypothesis reaffirmed personality as a dominant factor that normally hinders the learner 
from in-class speech communication. However, the analysis data has shown that a rigid 
teacher, lack of knowledge, or little practice come very close and can be, as well, regarded as 
second in the row among debilitative anxiety-triggering sources.  
The second hypothesis remains partially rejected as we confirmed that the most challenging 
speaking dimensions reside in delivering an oral presentation, followed by a general fear of 
mistake and the fear of the teacher’s response category. All in all, the study results clearly 
reaffirm the latter three categories as centrally the most challenging among study participants 
 77 
whereas a lack of appropriate language remains among the recognized but not centrally chal-
lenging speech domains, as it had been established in the hypothesis.  
The third hypothesis remains confirmed. Speaking anxiety was certainly established as recog-
nizable via speech and body symptoms. Specifically, stammering was defined as the most 
often cited speech deficiency in stressing domains whereas trembling and faster-than-normal 
heart rate were cited as the most often experienced body symptoms. Likewise, we determined 
that learners tend to mask their anxiety behind positive masking tactics such as a big grin or 
excelling at the oral presentation delivery instead of relying on negative masking tactics such 
as (nervous) giggle or arrogance, indeed. 
The fourth hypothesis remains rejected. Namely, we established that stage fright primarily 
persists and thrives right before the class activity and not at the very start of the class activity 
as previously suggested in the hypothesis. We, however, confirmed hypothesis 5 as we were 
able to determine that a vast majority do not consider stage fright a useful or facilitative 
mechanism in the execution of a successful speech presentation. Still, the stage fright was 
acknowledged as a facilitative mechanism by a smaller group of learners who reported its 
benefits at classroom focus or at the execution of speaking in-class activities.  
The sixth hypothesis remains confirmed, as well. The analysed results have shown that study 
participants feel more relaxed and comfortable at more-than-one person speaking activity 
with views to the pattern of the interaction and at the same time they participate in a much 
more relaxed environment when being involved in two-or more sided conversation regarding 
the type of speaking activity. We thus had to confirm such speaking activity types as prefera-
ble and less intimidating among all study participants.  
Hypothesis seven remains confirmed as the analysed data has shown that the assessment of 
speaking activities such as oral presentations and oral exams definitely incites the highest 
states of nervousness and uneasiness in all study participants. We basically acknowledged that 
marking of speaking has a pivotal (debilitative) role on the learner’s overall frame of mind 
and classroom spirit, indeed. This is to say, the analysis results once more confirmed a close-
knit and co-dependent relationship of marking and speaking that interfere with the learner’s 
comfort zone. Still, there are other contributing factors that may as well provoke a high affec-
tive filter in the learner.   
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Finally, we had to completely reject the final eight hypothesis as the analysis showed that 
Spanish (L-3) is not the preferable language among students, regardless of being a non-
compulsory and optional language subject. The students predominantly chose English (L-2) 
as a preferable language subject. The reasons in favour of a safer language system, longer 
learning experience and language exposure along with future utility of English prevailed over 
the affective factors in favour of fun and interest, teacher preference and less demanding ma-
terials featured in Spanish.  
From all the given, we can now conclude that students are aware of their study fears which 
interfere with their foreign language speaking development. Besides, throughout the theoreti-
cal and research parts we once again confirmed teacher as a crucial classroom figure that can 
either raise or low the classroom affective filter. Even though relaxation practice was reported 
as not incorporated into the lesson objectives, it would definitely be interesting to further in-
vestigate the field by implementing certain relaxation techniques into the lessons to then de-
termine whether relaxation bears any effect on the academic achievement and the well-being 
of a foreign language learner.  
Finally, by taking into the account a common expression: “It takes two to tango”, we should 
abide by this saying and further project cooperative and emphatic attitudes in a foreign lan-
guage classroom to maximize the learner’s speaking skill development. 
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10.  POVZETEK V ŠPANŠČINI 
 
La influencia de la ansiedad sobre el desarrollo de la producción oral en el aula de len-
gua extranjera 
(Inglés y español como lenguas extranjeras) 
 
Introducción  
Es entendible que la destreza oral sea considerada la habilidad más importante de la lengua y 
la más utilizada en la comunicación cotidiana. No obstante, es curioso que la destreza oral 
refleje distintos tipos de ansiedad pertenecientes al ámbito de la producción oral y la de la 
interacción. Al mismo tiempo una gran cantidad de investigaciones en el campo sugieren que 
los factores afectivos como la ansiedad impiden el desarrollo efectivo del habla de una lengua 
extranjera a causa de bloqueos mentales que surgen en el alumno ansioso al momento de ha-
blar. Esta es precisamente la razón por la cual quiero centrarme en el ámbito de la ansiedad 
dentro del aula de lengua extranjera; para determinar propuestas adecuadas y útiles con el 
propósito de disminuir o aliviar el efecto de la ansiedad en el aprendizaje.  
Los principales objetivos de este trabajo de fin de máster (TFM) apuntan al análisis del com-
ponente afectivo. El TFM engloba precisamente el campo de la ansiedad ante la producción 
oral en el ámbito escolar de aprendizaje de lenguas extranjeras. El propósito final de este 
TFM se centra en determinar propuestas y estrategias eficientes para mejorar el desarrollo de 
la producción oral de un idioma extranjero dentro de la clase que atañe tanto la enseñanza 
como el aprendizaje de lenguas extranjeras. La idea para la preparación de esta tesina provee 
de mi experiencia como docente en el campo de enseñanza del inglés y del español a alumnos 
de escuelas primarias y secundarias. Por lo tanto, en consecuencia, los alumnos pueden en-
frentarse a tipos de ansiedad como lo son el miedo escénico, la nerviosidad, la aprensión u 
otros sentimientos negativos, o bien estresantes para el desarrollo de la producción oral. Sin 
duda, la práctica docente ha despertado mi interés por el papel de los factores afectivos y re-
forzado mi convicción que un ambiente de aprendizaje positivo y empático puede fomentar 
una producción oral tanto exitosa como eficiente.  
La parte teórica del TFM pretende analizar las cuestiones relacionadas a la posición de la an-
siedad en el aula de lengua extranjera. Además, con el objetivo de comprender más a fondo la 
presencia de la ansiedad en el aprendizaje, se investiga el papel que se le otorga a nivel inter-
nacional. La primera parte resalta y define varios aspectos teóricos como lo son la posición de 
la dimensión afectiva ante la destreza oral, los orígenes y las formas típicas en las que se ma-
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nifiesta la ansiedad, junto con los tipos de actividades orales más propensas a los efectos an-
siosos, el papel de la evaluación frente a las actividades orales y por último, examinamos la 
relación docente-alumno para determinar las medidas para aliviar los altos niveles del filtro 
afectivo.  
El propósito principal de la parte empírica es presentar los datos de la investigación. De he-
cho, los datos cuantitativos y cualitativos se obtuvieron mediante cuestionarios para los alum-
nos de las escuelas primarias y secundarias y preguntas de entrevistas para los profesores de 
inglés y español que enseñan en escuelas primarias y secundarias. Se pretende analizar la per-
cepción de los alumnos y profesores que enseñan en la escuela primaria y secundaria respecto 
al tema investigado como también los síntomas y las posibles razones detrás de dicha apari-
ción. A continuación sigue un breve resumen de la parte teórica  y la conclusión compuesta 
por el análisis y la discusión de los respectivos resultados.    
La parte teórica 
Tipos de ansiedad y sus causas 
 Definiciones de la ansiedad desde la perspectiva psicológica 
En general, desde el punto de vista psicológico la ansiedad en el aprendizaje se correlaciona 
con una experiencia emocional negativa y características como lo son las frustraciones, in-
quietudes y una sensación de tensión (Arnold y Brown 1996, en Daubney 2002: 287). Desde 
el punto de vista lingüístico, la ansiedad se define como la emoción que interviene de modo 
negativo en el proceso cognitivo de la segunda lengua o lengua extranjera (Gardner y Maclyn-
tre 1993, ibid.: 290). Según Fox-Lopp y McLaughlin (2015: 10), la ansiedad incluso posee 
rasgos de fobia social por la implicación del miedo extremo a dar discursos orales o bien las 
presentaciones en público. Es interesante observar que Maclyntre (1995, en Tittle 1997: 12) 
también define la ansiedad ante el aprendizaje de idiomas como una forma de ansiedad social 
dados los altos grados de vergüenza e incomodidad en los contextos comunicativos.  
En el ámbito académico, según Macylntre y Gardner (1991, en Wang 2005: 13) existen tres 
enfoques centrados en el estudio de la ansiedad que son: la ansiedad rasgo (trait anxiety), la 
ansiedad estado (state anxiety) y la ansiedad específica/situacional – presente a la hora de 
aprender o producir una lengua extranjera en una situación especifica (situation-specific an-
xiety). La ansiedad estado es temporal, efímera y no representa un rasgo permanente de la 
personalidad que el alumno experimenta en ocasiones determinadas como son los exámenes, 
mientras que la ansiedad rasgo constituye un rasgo especifico de la personalidad del alumno y 
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hace al alumno percibir varias situaciones de aprendizaje como amenazadoras (Spielberger 
1983, en Wang 2005: 13-14). 
 La ansiedad ante el aprendizaje de una lengua extranjera 
La ansiedad en el aprendizaje de la segunda lengua o la lengua extranjera es “un complejo 
diferenciado de autopercepciones, de creencias, de sensaciones y de comportamientos, rela-
cionados con el aprendizaje de las lenguas en el aula, que surge de la unicidad del proceso del 
aprendizaje de las lenguas” (Horwitz et al., 1986: 128). Para ilustrarlo, Maclyntre y Gardner 
(en Horwitz 2001: 113) exponen que la ansiedad ante el aprendizaje de lenguas extranjeras 
contribuye a las emociones y percepciones negativas específicas para el aprendizaje de las 
lenguas en el aula.  
Los principales tres elementos que configuran el modelo de la ansiedad en clase de una len-
gua extranjera se constituyen por la aprensión comunicativa, la ansiedad ante las pruebas y el 
miedo a la evaluación negativa (Horwitz et al., 1986: 129). Además, hay que señalar  que 
según el modelo de Tobías, la ansiedad atañe todas fases en el aprendizaje de una lengua ex-
tranjera: ansiedad de input, ansiedad de procesamiento y ansiedad de output (Maclyntre 1999, 
en Bekleyen 2004: 33). En general, las razones contribuyentes al fomento de la ansiedad sue-
len residir así en: la comparación con otros miembros en clase, competición, miedo a la eva-
luación, experiencia previa negativa, el hueco entre una imagen ideal y la imagen real (Bailey 
1995, en Díaz-Ducca 2015: 241). 
De manera similar, Krashen (1982: 32) ha determinado que la ansiedad es uno de los elemen-
tos centrales que actúan de manera negativa en la adquisición de una lengua extranjera. En 
particular, la comunicación oral empobrecida, mensajes orales parciales, cortas unidades de 
habla y el olvido son característicos de la ansiedad oral (Horwitz et al. 1986, en Valladeres 
Segovia 2015: 9). Desde una perspectiva global, se acentúan los siguientes factores responsa-
bles del desarrollo lingüístico de cada alumno. Williams y Burden (1997, en Ortega 2007: 
122) exponen los siguientes: 
- los factores externos (la relación alumno-profesor, alumno-alumno, familia, el ámbito 
cultural y la educación previa) 
- los factores ambientales (los materiales de enseñanza, la comodidad y el tamaño del 
aula)  
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- los factores afectivos internos (el interés, las actitudes ante el aprendizaje de lenguas, 
la percepción de sí mismo, de confianza, miedos, y ansiedad) que juntos influyen en el 
desarrollo de una lengua extranjera en el aula.  
De modo similar, Arnold y Brown (1999, en Arnold 2009: 145) proponen la siguiente distin-
ción que influye por el filtro negativo en el aula: los factores internos afectivos (la autoestima, 
la ansiedad, la inhibición, la voluntad comunicativa de asumir los riesgos, los estilos de 
aprendizaje, la autosuficiencia, y la motivación) y los aspectos relacionales que atañen las 
dinámicas del aula y la facilitación del trabajo en clase.  
 La noción de la ansiedad facilitadora y debilitadora 
Otros enfoques distinguen entre dos tipos de ansiedad: la ansiedad facilitadora y la ansiedad 
debilitadora que fueron introducidos por primera vez en los años sesenta por Alpert y Harber 
(Berrios-Reyes 2017: 29).  
Se cree que la ansiedad facilitadora mejora el aprendizaje y el rendimiento del alumno mien-
tras que la ansiedad debilitadora induce a los comportamientos de evitación frente a la partici-
pación en el aula (Scovel 1987; Brown 1987; en Oxford 1992: 35). Del mismo modo, Young 
(1990, en Wang 2005: 15) propone que la ansiedad facilitadora influye positivamente en la 
presentación oral eficaz del alumno mientras que la debilitadora tiene como resultado una 
presentación obstaculizada o bien fallida. Varios autores suelen considerar la ansiedad solo 
desde la perspectiva “debilitadora”, no obstante hay autores como Ehrman y Oxford (1999, en 
Daubney 2002: 294) que señalan el efecto positivo y útil del fenómeno facilitador de la ansie-
dad que empuja hacia reforzar la autoestima y la competencia comunicativa eficaz. Del mis-
mo modo, Zybert (2006: 126) narra que cierto nivel de ansiedad durante la ejecución de cual-
quier tarea puede motivar y beneficiar al alumno arriesgándose en el aula.  
 Los factores afectivos ante al aprendizaje de una lengua extranjera 
El Marco Común Europeo de Referencia para las lenguas (el MCER) enfatiza el valor de la 
competencia existencial y determina que los factores afectivos dentro del aprendizaje pueden 
contribuir en mejorar la comunicación de una lengua extranjera y el desarrollo general del 
lenguaje (Arnold 2009: 146-147).  
 
El afecto se refiere a los “aspectos de la emoción, sentimiento, el estado de ánimo o actitud” 
que influyen en nuestro comportamiento (Arnold y Brown 1999, en Arnold 2011: 11). Por lo 
tanto, el afecto comprende una gama de rasgos de la personalidad (autoestima, ansiedad, los 
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estilos de aprendizaje) y determina las relaciones de habla entre el alumno y la LE, la interac-
ción docente-alumno y la relación alumno-alumno (Arnold 2011: 11). Asimismo, Krashen 
(1982: 31) afirmó que las variables afectivas como la motivación, la confianza en sí mismo y 
la ansiedad desempeñan un papel fundamental en la adquisición de una lengua extranjera. 
Precisamente, la hipótesis del filtro afectivo de Krashen acentúa que los altos niveles del filtro 
afectivo impiden el proceso de adquisición (Krashen y Terrell 1983: 38), mientras que los 
bajos índices del filtro afectivo permiten un procesamiento más fluído del conocimiento de 
una LE a largo plazo (ibid.: 38).  
 La destreza oral y la expresión oral en el aula de lengua extranjera 
La destreza oral se compone específicamente de dos funciones lingüísticas, “la transaccional” 
que es por definición lineal y acentúa el rol del hablante de informar y explicar, mientras que 
la “interaccional” acentúa la presencia de al menos dos interlocutores en la interacción comu-
nicativa donde la comprensión auditiva posee un papel fundamental (Skela 1999, en Čok et 
al. 1999: 99). De hecho, Krashen en su Input Hypothesis subraya que la expresión oral está 
íntimamente relacionada a la comprensión auditiva ya que el alumno extrae sus recursos lin-
güísticos en la etapa de conversación  de la comprensión lectora (Skela, en Čok et al. 1999: 
103). Por lo tanto se debe destacar que debido a la naturaleza compleja de la destreza oral y la 
competencia comunicativa de lengua, los aprendices necesitan más tiempo de preparación y 
planificación en las etapas de procesamiento, ya que la producción de la lengua extranjera no 
se puede automatizar (Mihaljević Djigunović 2006: 12).  
 La ansiedad oral en el aula de lenguas extranjeras 
La destreza oral es la más propensa a los efectos de la ansiedad en el proceso de aprendizaje 
(Horwitz et al. 1982; Young 1992; en Ortega 2007: 110). La ansiedad ante la destreza oral 
influye de manera directa en la expresión e interacción oral en situaciones de evaluación 
(Woodrow 2006, en Bollinger 2017: 47). De hecho, es interesante observar que los exámenes 
orales son en gran medida susceptibles a la aprensión porque llegan a provocar la ansiedad 
ante los exámenes y la comunicación aprensiva al mismo tiempo (Horwitz et al. 1991, en Ru-
bio Alcala 2002: 174). De aquí se ofrece la siguiente distinción entre dos tipos de aprendices 
ansiosos: skill deficit anxious students e interference retrieval anxious students (Woodrow 
2006, en Lee 2014: 15). El grupo de los “skill deficit anxious learners” experimenta aprensión 
por la práctica insuficiente de la habilidad oral mientras que los “interference retrieval an-
xious students” experimentan obstáculos al intentar recordar el conocimiento recién adquirido 
(ibid.: 15-16).  
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Las fuentes de la ansiedad ante el aprendizaje de lenguas extranjeras 
 La personalidad del alumno 
Es menos probable que un alumno extrovertido experimente la aprensión ante la destreza oral 
por el simple hecho de preferir o favorecer un aprendizaje interactivo en lugar de un aprendi-
zaje individual que les hace sentir más incomodos (Brown et al. 2001, en Zheng 2008: 3). No 
obstante, el alumno introvertido prefiere el trabajo individual y puede en consecuencia vol-
verse ansioso en los trabajos en grupos que acentúan la praxis comunicativa (Zheng 2008: 3). 
Se debe acentuar que las manifestaciones ansiosas predominan en los alumnos excesivamente 
ambiciosos que no soportan la sensación de fracaso y por lo tanto perciben una serie de resul-
tados académicos como un fracaso total, o bien, en los alumnos que se caracterizan por cons-
tantes sentimientos repetitivos de inseguridad e inferioridad como rasgos de su personalidad 
(Ortega 2007: 109).  
 El docente 
Los profesores pueden aliviar la ansiedad en el aula al no enfocarse en la precisión gramatical 
y al establecer expectativas reales adecuadas para el nivel del alumno (Rodríguez y Delgado 
2008: 212). Asimismo, las instrucciones claras y la relación enfática con los estudiantes son 
cruciales para fomentar la voluntad de comunicarse y las actitudes positivas en el aula (Piniel 
2006: 55). Del mismo modo, el profesor debe permitirse reír y divertirse con el alumno y 
mostrar la tolerancia y paciencia necesarias para un ambiente relajado (Skela et al. 1999, en 
Čok et al. 1999: 41). Por otra parte, el profesor que favorece la corrección oral constante y 
cree que los grupos o las parejas imposibilitan la gestión de la clase, como consecuencia fo-
menta el estado de ansiedad en el alumno (Young 1991: 428).  
 La noción del error en clase 
La crítica del acento del alumno o la recurrencia a la corrección resultan incómodas en los 
aprendices (Price 1991, en Lee 2014: 16). De hecho, las técnicas de corrección directas o hu-
millantes llegan a minimizar la voluntad de comunicarse y la participación activa en la inter-
acción en clase (Kalan 2007, en Blomberg 2017: 12). Además, Krashen (1982: 76) sugiere 
que la corrección excesiva tiene únicamente efectos negativos en el desarrollo lingüístico, con 
lo que recomienda una omisión completa de la corrección en las actividades centradas en la 
competencia comunicativa. El autor (ibid.) incluso subraya que los filtros afectivos permane-
cen bajos en el aula que omite la corrección del error e incluso permite, por consecuencia, una 
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adquisición más rápida y más eficaz. La corrección directa se debe proporcionar solo cuando 
el significado impide la comprensión por completo (Crookes 2001, en Koichi 2003: 15).  
 Manifestaciones en personas con ansiedad 
 
La ansiedad ante la destreza oral se puede manifestar a través de: 
 
- factores psicolingüísticos (incapacidad de reproducir la entonación o el ritmo, el olvi-
do al reproducir construcciones más largas, el silencio) (Young 1991, en Haskin et al., 
2003: 34) 
- manifestaciones psicológicas (aumento del ritmo cardíaco, sequedad en la boca, sudor 
o enfriamiento excesivo, nudo en la garganta) 
- el cambio de comportamiento físico general (risitas nerviosas, el sonrojo, escalofríos, 
repetir un discurso de forma constante, frotarse los manos con frecuencia, tensión 
muscular, temblor de la voz, evasión del contacto directo y otros)  (Scarcella and Ox-
ford 1982; Young 1991; Oxford 1999; Rubio 2004 en Ortega 2007: 109).  
Recomendaciones para aliviar el efecto de la ansiedad en el aula 
 Una  atmósfera positiva de aprendizaje 
 
El desarrollo oral se puede facilitar a través de una atmósfera afectiva de apoyo, como lo na-
rra Ortega (2007: 121) y por lo tanto el diseño de clase debe incorporar alegría y placer espe-
cialmente en las actividades que enfatizan la autoestima del alumno (Dewaele et al. 2016: 54-
57). De hecho, una experiencia cómoda en clase contribuye al aumento de la toma de riesgos, 
la espontaneidad del habla oral y fortalece los enlaces sociales entre los alumnos (Fredrickson 
2001, 2007, ibid.: 55). Se recomienda lograr un ambiente agradable de aprendizaje mediante 
el fomento del aprendizaje cooperativo, la combinación de estilos de aprendizaje y por último 
elogiando los esfuerzos del alumno (Ariza 1999, en Haskin et al. 2003: 49).  
 El patrón de interacción en las actividades de expresión oral 
El trabajo en grupos contribuye a la dimensión afectiva del aprendiz por crear un sentido de 
seguridad y solidaridad (Koichi 2003: 16). Tanto Kalan (2007: 993) como Skela (1999, en 
Čok et al. 1999: 110) sostienen que el trabajo en grupos o en parejas proporciona mejores 
condiciones para el desarrollo de la fluidez ante la expresión oral y amplía el tiempo de praxis 
oral en clase. De hecho, un estudio realizado por Long y Porter (1994, en Kalan 2007: 993) 
logró determinar que los pequeños grupos interactivos aumentan las oportunidades para un 
intercambio comunicativo por aproximadamente 500 por ciento en lugar de un modelo lineal 
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de interacción basado en la relación profesor-alumno. No obstante, la elección del trabajo en 
grupos puede resultar en el dominio de los alumnos más fuertes y en consecuencia los alum-
nos más débiles no adquieren un mayor grado de la praxis oral lo que después impide su desa-
rrollo oral (Horwitz et al. 1986, en Baran-Lucarz 2011: 493).  
 Estrategias de aprendizaje para el alumno con el fin de disminuir el efecto de la an-
siedad 
El alumno necesita arriesgarse y participar en la producción oral en clase, servirse de las auto-
afirmaciones positivas, técnicas de relajación, compartir las percepciones de sus inquietudes 
con el docente, premiarse por los objetivos logrados y apoyarse en la escritura de un diario 
sobre las emociones y las actitudes ante el aprendizaje entre otros (Hurd 2007: 12). A la vez, 
se proponen ciertas técnicas que atañen el componente afectivo como lo son las técnicas de 
relajación, la práctica de respiración profunda, y prácticas de automotivación (Oxford 1990, 
en Bekleyen 2004: 36). Precisamente, lo de escribir diarios después de clases permite al 
alumno detectar y contemplar sobre las situaciones que le hacen especialmente ansiosos o 
incómodos (Crookall y Oxford 1991, en Lee 2014: 24). Además, se recomiendan las activida-
des de desarrollo de habilidades como los diálogos, las tácticas de conversación que ayudan a 
mantener el flujo en interacciones comunicativas, juegos de rol, tareas cooperativas y activi-
dades de resolución de problemas, según Donley (1997, en Bekleyen 2004: 33). Incluso, la 
representación gráfica de la ansiedad es una excelente herramienta que ayuda al alumno a 
manejar y comprender mejor la naturaleza de su ansiedad (Foss y Reitzel 1988, ibid.: 34).   
 Estrategias de enseñanza para el profesor con el fin de disminuir el efecto de la an-
siedad 
La implementación de las técnicas de reducción de la ansiedad se basa en la discusión de las 
creencias irracionales que acompañan su aprendizaje; donde el alumno a través de la expre-
sión verbal tiene que transformar los temores negativos en pensamientos más positivos a tra-
vés de una discusión en clase donde se dan cuenta de que comparten miedos en común con 
otros presentes en el aula (Ortega 2007: 123). Aquí, Krashen y Terrell (1983: 100) sugieren el 
uso de “actividades afectivas” como lo son los diálogos, entrevistas, las actividades que utili-
zan la imaginación por centrarse en contenido y mantener bajos los altos filtros afectivos. El 
método comunicativo incluso se ha propuesto a aliviar las emociones negativas por la figura 
del docente menos autoritaria y mas de un guía que facilite el aprendizaje (Pérez-Paredes 
1999, en Silva Ros 2005: 1035).  
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Asimismo, para apoyar la comunicación en clase, se propone un ritmo de producción oral más 
lento, paráfrasis, el uso del vocabulario conocido y por último las repeticiones para conseguir 
una recepción más clara (Johnson 1989, en Dagarin 2008: 285). En concreto, Tsui (1996, en 
Silva Ros 2005: 1034) recomienda: no presionar al alumno en la producción de respuestas 
inmediatas, suficiente tiempo de preparación ante la producción oral, las preguntas abiertas a 
los alumnos y por último la cooperación de los alumnos. A la vez se propone que el docente 
no tenga un papel autoritario, crear un ambiente relajado, evitar la corrección continua, fo-
mentar el trabajo en grupo, eliminar el factor de sorpresa, actividades de corta duración, mú-
sica de fondo y finalmente más presentaciones orales para conseguir la comodidad en los 
alumnos (Ortega 2002, en Silva Ros 2005: 1035).  
La parte empírica 
Metodología  
El objetivo principal de la presente investigación ha sido analizar la ansiedad ante la destreza 
oral con respecto a los alumnos tomados en cuestión y la actitud frente a este tema por parte 
de los profesores de inglés y español. En concreto, el objetivo primordial del presente TFM es 
reconocer y determinar la ansiedad como factor afectivo en el aprendizaje de idiomas extran-
jeros para así capacitar a los profesores para comprender la ansiedad oral con expectativas a 
futuro de reducir el efecto negativo en el alumno y optimizar las condiciones de aprendizaje 
en el aula.  
Con el fin de obtener datos cuantitativos y cualitativos, hemos usado cuestionarios para los 
alumnos y preguntas de entrevistas dirigidas a los profesores de inglés y español que enseñan 
en escuelas primarias y secundarias. Los datos se obtuvieron mediante entrevistas en línea con 
4 profesores y cuestionarios rellenados por 106 alumnos de inglés y español como lengua 
extranjera de escuelas primarias y secundarias en Liubliana, Eslovenia. Cabe mencionar que 
los cuestionarios fueron entregados a 38 (36 %) estudiantes del séptimo, octavo y noveno 
grado de la escuela primaria, y a 68 (64 %) estudiantes del segundo, tercer y cuarto año de 
escuela secundaria, a dos profesores de inglés y a dos profesores de español de dos escuelas 
eslovenas, estas siendo Osnovna šola narodnega heroja Maksa Pečarja y Gimnazija Šentvid 
en Ljubljana.  
Lo que representa el problema de investigación en el presente TMF es la pregunta sobre qué 
factores más provocan la ansiedad ante la destreza oral dentro de una clase de lengua extran-
jera y determinar aquellas actividades orales que con más frecuencia provocan ansiedad en los 
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alumnos en las clases de inglés y español como lengua extranjera tanto en escuelas primarias 
como secundarias. Como consecuencia, entre otras preguntas de investigación, incluso plan-
teo la cuestión de qué estrategias emplean los alumnos de inglés y español para ocultar su 
ansiedad en la clase de idiomas.  
Los principales propósitos de la investigación y las hipótesis 
El TMF pretende abordar las siguientes cuestiones: 
1. ¿Cuál(es) es (son) la(s) principal(es) fuente(s) de ansiedad en los estudiantes que aprenden 
lenguas extranjeras? 
2. ¿Qué factores de habla se consideran los más problemáticos para una comunicación oral 
exitosa en clase? 
3. ¿Cómo se manifiesta la ansiedad en la producción oral del alumno y qué estrategias em-
plean los estudiantes para ocultar la ansiedad en aula de idiomas? 
4. ¿Qué momento de habla es el más típico para que el alumno sufra el miedo escénico? 
5. ¿Qué situaciones de habla son más propensas al efecto del miedo escénico ventajoso o  
desventajoso? 
6. ¿Qué actividades de habla en clase de lengua extranjera son las que más y menos gustan a 
los alumnos? 
7. ¿Cuál es la relación entre la evaluación y la producción oral dentro de las actividades que 
fomentan el desarrollo de la producción oral en una clase de lengua extranjera? 
8. ¿Cuál de los dos idiomas (inglés vs. español) es más popular entre los alumnos y por qué?  
9. ¿Cómo podríamos disminuir la ansiedad en el aprendizaje de lenguas extranjeras? 
Hipótesis 
1. La ansiedad (estrés) deriva principalmente de la personalidad ansiosa del alumno, lo que le 
impide la comunicación oral en un idioma extranjero en el aula de lengua extranjera. 
2. El miedo a cometer errores y la falta de vocabulario son los factores más desafiantes en las 
actividades orales.  
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3. La ansiedad ante la destreza oral se puede manifestar a través del habla y el lenguaje corpo-
ral del alumno.    
4. El efecto del miedo escénico tiende a prosperar al comienzo de una actividad oral en clase. 
5. Es poco probable que el miedo escénico ayude al alumno a concentrarse o sobresalir en las 
actividades de expresión oral.  
6. Con respecto al tipo de actividad de habla y el patrón de interacción comunicativa, los 
alumnos se sienten más relajados al ejecutar una actividad de habla en parejas/o en grupos en 
comparación con una actividad de habla individual.  
7. Las actividades de habla evaluadas provocan niveles más altos de estrés en los alumnos en 
comparación con las actividades de habla no evaluadas.  
8. Aprender español (asignatura no obligatoria / segunda lengua extranjera) es generalmente 
más popular en comparación con aprender inglés (asignatura obligatoria / primera lengua ex-
tranjera). 
Conclusiones parciales y finales 
De las ocho hipótesis, hemos podido comprobar las hipótesis 1, 3, 5, 6, 7 mientras que la hi-
pótesis 2 queda parcialmente confirmada. La hipótesis 4 y la ultima hipótesis 8 se rechazan 
por completo. 
Al concretar la parte empírica, también me interesó determinar estrategias efectivas para dis-
minuir el factor afectivo negativo que pueda interferir en el desarrollo de la destreza oral en el 
alumno. En consecuencia también quise determinar si existe una relación de dependencia en-
tre las actividades orales y la evaluación con el propósito de averiguar hasta qué punto la eva-
luación interfiere en el desarrollo de la producción oral en clase.  
Según los resultados de la investigación, puedo decir que todos los alumnos cuestionados en 
su mayoría perciben la ansiedad como un rasgo estable de la personalidad del individuo como 
factor clave que impide o debilita el desarrollo de la destreza oral en clase. Dicho de otro mo-
do, según los datos obtenidos hemos comprobado que la ansiedad esta íntimamente relaciona-
da con la personalidad del alumno y no con los factores externos como son las expectativas de 
los padres o la práctica insuficiente. No obstante, los resultados del análisis han demostrado 
que los orígenes de la ansiedad debilitadora pueden hallarse en un docente rígido, en la falta 
de conocimiento de vocabulario o quizás en la práctica insuficiente dentro de las fuentes que 
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influyen la ansiedad oral en clase. De hecho, logramos descubrir que uno de los elementos 
clave que influyen la ansiedad oral es la práctica oral insuficiente con 51 de 106 (48 %) estu-
diantes. De todos modos, la brecha entre ambos orígenes es todavía muy grande (72 % vs. 48 
%), lo que una vez más confirma la ansiedad como el rasgo estable de la personalidad. Final-
mente, con respecto a los hallazgos de la investigación hemos logrado determinar las expecta-
tivas de los padres como la fuente de ansiedad debilitadora menos probable según los partici-
pantes. Por lo tanto, los padres como factor externo no tienen un papel primordial dentro de 
las fuentes de la ansiedad y por lo tanto deben ser percibidos como un factor contribuyente 
neutral.  
En cuanto a la segunda hipótesis, podemos concluir que las dimensiones más desafiantes y 
ansiógenas en cuanto al desarrollo oral entre los estudiantes se hallan en llevar a cabo una 
presentación oral individual frente a la clase, seguido por el miedo a cometer errores y el mie-
do ante la actitud de los docentes frente al error cometido. Por lo tanto los resultados exponen 
claramente que las tres categorías ante la producción oral son las más desafiantes y quizás las 
más estresantes para los alumnos aprensivos o ansiosos. Tenemos que destacar que las catego-
rías de escaso vocabulario y corrección gramatical fueron reconocidas como importantes 
desafíos en el desarrollo de la destreza oral, sin embargo no fueron identificadas por los 
alumnos como principales obstáculos.  
No obstante, la parte empírica revela que el dominio del vocabulario es un factor más impor-
tante para el habla de los alumnos que el dominio de la gramática. Los resultados demuestran 
que en cuanto al número 3 en la escala (a veces), 58 de 106 (55 %) considera el vocabulario 
como una dimensión mas problemática para el habla ya que solo 38 de 106 (36 %), considera 
el (des)conocimiento de gramática como una dimensión problemática en la producción oral de 
una lengua extranjera. Dicha perspectiva confirma que en su mayoría los obstáculos en el acto 
de habla tienen orígenes en el escaso vocabulario y no en el desconocimiento de las reglas de 
gramática. Por lo tanto, podríamos suponer que los alumnos aún no poseen un amplio léxico 
en los sistemas de una primera lengua extranjera y segunda lengua extranjera en comparación 
con su lengua materna (L1), donde su léxico es mucho más rico gracias a su aplicación con 
fines comunicativos en la vida real y no solo escolar.  
La misma segunda hipótesis presenta los datos relacionados con la pronunciación y la fluidez 
y enfatiza que normalmente los alumnos demuestran mayores esfuerzos con la fluidez oral y 
no con la pronunciación de una primera lengua extranjera o segunda lengua extranjera. Esta 
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comparación probó que la fluidez se estableció como la categoría más desafiante en la pro-
ducción oral en comparación con las restricciones en la pronunciación de sonidos en el apren-
dizaje de una lengua extranjera. Finalmente, los factores menos problemáticos, o quizás, poco 
estresantes para los estudiantes son: no saber qué decir, no entender a los demás en clase, 
miedo a la reacción de los compañeros de clase, temor ante la falta de tiempo para la práctica 
de la producción oral. Con todo lo expuesto hemos podido clasificar estas categorías como no 
centrales entre las dimensiones orales más problemáticas.  
En cuanto a los resultados hemos podido confirmar la tercera hipótesis. Cualquier sentimiento 
estresante o intimidante puede detectarse al nivel de habla o bien mediante los signos del len-
guaje corporal. Precisamente entre los signos del lenguaje corporal los alumnos han expuesto 
el temblor y el ritmo cardíaco alterado como los factores característicos de la ansiedad. No 
obstante, los participantes han expuesto otros signos dentro de los cuales se destaca crujirse 
los nudillos. Incluso, los alumnos definen trabarse al hablar como el obstáculo más común en 
la producción oral en clase, sin embargo los estudiantes han expuesto además: el olvido, el 
murmullo, un discurso más silencioso, un discurso más rápido de lo normal, habla incompren-
sible, el temblor de la voz al hablar, la voz aguda, un discurso incoherente y demás, o bien el 
cambio repentino a su lengua materna.  
Entre las emociones más comunes que los estudiantes experimentan frente a una producción 
oral estresante es el miedo, así afirman 73 de 106 (69 %) estudiantes. Además, ante un blo-
queo mental, la mayoría de los participantes se esfuerza en concentrarse, mientras que un muy 
escaso porcentaje admite experimentar incluso un rápido flujo de concentración en las situa-
ciones ansiógenas. Finalmente, los resultados del análisis mostraron que los alumnos no es-
conden sus sentimientos aprensivos detrás de estrategias de camuflaje negativo. Por el contra-
rio, descubrimos que los alumnos no saben ocultar sus temores o se centran en las tácticas de 
camuflaje positivo como son una gran sonrisa con 57 de 106 (54 %), o en sobresalir haciendo 
las presentaciones orales con 49 de 106 (46 %) mientras que las tácticas de camuflaje negati-
vo como la arrogancia con solo 10 de 106 (9 %) y las risitas nerviosas o de vergüenza con 23 
de 106 (23 %) tuvieron obviamente la tasa más baja, así confirman los participantes. Entre 
otras propuestas, los estudiantes han citado las siguientes tácticas: evitar el contacto visual 
directo con el interlocutor, respiración lenta y profunda, crujirse los nudillos, el movimiento 
del cuerpo, las afirmaciones positivas, dar la impresión de estar relajado, o aparentar no tener 
idea.  
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Los datos del análisis demuestran que la sensación de sentirse tranquilo y relajado con un 
total de 58 de 106 (55 %) prevalece sobre la felicidad con 20 de 106 (19 %) para la mayoría 
de los alumnos. En consecuencia, confirmamos que la sensación de alivio es la primera emo-
ción que un aprendiz experimenta normalmente después de una actividad de clase estresante. 
Asimismo, tuvimos que rechazar la cuarta hipótesis ya que los estudiantes experimentan en la 
gran mayoría de los casos el miedo escénico previo a la actividad oral en clase y no al co-
mienzo de la misma como surge en la hipótesis establecida. Además, los resultados demues-
tran que 85 de 106 (80 %) de los estudiantes no consideran el miedo escénico como un meca-
nismo útil o facilitador en la ejecución de una actividad oral exitosa. Aún así, 21 de los 106 
(20 %) alumnos perciben la noción del miedo escénico como el mecanismo facilitador de 
apoyo con respecto al enfoque en clase y la ejecución de las actividades orales en el aula. El 
dato más importante para la quinta hipótesis indica que el miedo escénico predomina al pre-
sentar un trabajo de manera oral frente a la clase y no en las actividades de clase en general o 
en el mantenimiento del enfoque en el aula.  
Los resultados parecen demostrar los exámenes orales y las presentaciones individuales orales 
entre las actividades de expresión oral menos apreciadas y más ansiógenas. Los alumnos de la 
escuela primaria principalmente disfrutan de las siguientes categorías de conversación: trabajo 
en parejas, juegos de rol y juegos en clase. A los alumnos de secundaria les encantan las acti-
vidades orales grupales, las discusiones con el docente, los juegos, y las actividades en pareja. 
A lo largo del análisis incluso reconocimos que las categorías orales más agradables mencio-
nadas anteriormente tienen una característica en común. Confirmamos la hipótesis seis y con-
cluimos que las actividades que se distinguen por la interacción de más de una persona son las 
más populares entre los participantes y, en consecuencia, provocan menos ansiedad o inquie-
tudes en el alumno. Con todo esto dicho, pudimos confirmar que todos los participantes en 
general se sienten más relajados en la actividad de expresión oral que involucra a más de una 
persona en la conversación con respecto al patrón de interacción en clase como al tipo de ac-
tividad oral.  
Al analizar los datos de las encuestas, pudimos confirmar la hipótesis siete, ya que los resul-
tados sugieren que las actividades orales que poseen la evaluación, como las presentaciones 
orales individuales y los exámenes orales, son más propensas al nerviosismo e inquietudes en 
comparación con aquellas que no incluyen la evaluación. Básicamente, los datos exponen que 
la evaluación tiene un papel fundamental en el estado emocional del estudiante de lenguas 
extranjeras. Tanto las categorías del examen oral como las presentaciones orales comparten 
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un punto en común en el factor de evaluación, con lo que las dos categorías se pueden clasifi-
car como las más estresantes y debilitadoras, de hecho. Por lo tanto establecimos que existe 
una relación estrecha y co-dependiente entre la evaluación y la producción oral en clase que 
atañe la zona de bienestar y el componente emocional del aprendiz. Finalmente llegamos a la 
conclusión de que la evaluación puede fácilmente inducir el factor afectivo negativo en el 
alumno, lo que puede provocar una condición de ansiedad permanente a largo plazo. No obs-
tante, debería destacarse en este punto que hay otros elementos contribuyentes probables para 
incitar el alto filtro afectivo en el aprendiz.   
Con la séptima pregunta de investigación quise determinar cuál de las lenguas extranjeras es 
más popular entre los alumnos que aprenden inglés y español. Los resultados me sorprendie-
ron ya que demostraron que el inglés es la asignatura más popular lo que probablemente se 
deba a una experiencia del aprendizaje de este idioma más extensa. Los aprendices afirmaron 
que el inglés es la lengua extranjera en la que se sienten lingüísticamente bien equipados, 
mientras que lo contrario les sucede con el español, que es más reciente en al ámbito escolar y 
por lo tanto no lo dominan lo suficiente.  
Precisamente, 18 de los 38 (47 %) alumnos del 7º, 8º, y 9º año de la primaria prefieren el es-
pañol al inglés, mientras que 19 de los 38 (50 %) alumnos en la primaria se inclinan más ha-
cia el aprendizaje del inglés. De hecho, la mitad de los participantes de la escuela primaria 
Osnovna šola n. h. Maksa Pečarja prefiere el inglés, mientras que a la otra mitad le gusta más 
aprender español. No obstante, la situación de la escuela secundaria Gimnazija Šentvid mues-
tra que 49 de 68 (72 %) alumnos en la secundaria consideran que el inglés es la lengua extran-
jera predilecta ya que solo 19 de 68 (28 %) alumnos son más aficionados al aprendizaje del 
español. En total, las razones a favor de un sistema lingüístico más seguro y fuerte, una expe-
riencia de estudio más larga y la utilidad futura de la lengua inglesa prevalecieron sobre el 
componente afectivo emocional a favor de la diversión, el interés personal, un profesor más 
amable y los materiales menos exigentes presentes en el español. De hecho, tuvimos que re-
chazar la octava hipótesis al determinar que el español como segunda lengua extranjera no es 
la asignatura predilecta según la elección de los alumnos participantes, aunque sea indepen-
dientemente de que sea un sujeto de estudio facultativo y no obligatorio. 
Con la última pregunta de investigación, sin embargo, quise determinar estrategias viables 
para disminuir el efecto de la ansiedad en la ejecución de la actividades que atañen la destreza 
oral y su desarrollo de la producción e interacción en clase. En cuanto a las respuestas de los 
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alumnos que son el foco principal del aprendizaje, se han establecido las siguientes estrategias 
de alivio para fomentar el bienestar y la autoestima del aprendiz en clase: una relación mas 
empática entre el docente y el alumno, un enfoque más individual, una manera de corregir 
más amena, escucha activa del docente, un enfoque más alentador y motivador por parte del 
docente, elogiar el esfuerzo del alumno, visualizaciones positivas, meditación, un ambiente 
más relajado, una actitud menos perfeccionista, pensamientos menos perturbadores, uso del 
humor, y el contacto visual menos directo con el profesor. Las propuestas que atañen la eje-
cución de la clase y la organización del trabajo sugieren lo siguiente: práctica oral más fre-
cuente, criterios de la evaluación menos exigentes, un profesor menos estricto, más presenta-
ciones orales para enfrentar y vencer el miedo escénico, un aprendizaje más gradual, prácticas 
de lectura en voz alta más frecuentes, un entorno de evaluación más íntimo (en compañía de 
un número reducido de compañeros de clase), exámenes orales en el despacho del docente, 
juegos de aprendizaje frente a la clase, uso de multimedia durante la clase, presentaciones 
orales en parejas, mayor enfoque en la pronunciación y finalmente la eliminación de la eva-
luación numérica.  
Hemos concluido que los alumnos son conscientes de que sus temores puedan interferir en el 
desarrollo de la destreza oral en la lengua extranjera. Además, con el tema de investigación en 
la tesina, una vez más confirmamos que el docente efectivamente es la figura crucial en el 
aula ya que este componente puede empeorar o bien aliviar las inquietudes, los tremores, los 
miedos, el estrés, y la ansiedad (debilitadora). Pese a que las técnicas de relajación permane-
cen excluidas de los objetivos en clase, definitivamente sería interesante seguir con la investi-
gación en el campo, quizás mediante la implementación de ciertas técnicas de relajación en 
clase para luego determinar si esta práctica tiene algún efecto sobre el desarrollo de la pro-
ducción e interacción oral en clase, los logros académicos y el bienestar del aprendiz. Final-
mente, tomando en cuenta la expresión popular: “se necesitan dos para bailar el tango”, debe-
ríamos respetar este dicho y seguir proyectando actitudes cooperativas y empáticas en el aula 
de un idioma extranjero para maximizar las habilidades del alumno ante la destreza oral y la 
perteneciente competencia comunicativa. 
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12.  APPENDICES 
 
Appendix 1: INTERVIEWS WITH FOREIGN LANGUAGE TEACHERS 
 
Katere govorne dejavnosti po vašem mnenju uspešno razvijajo zmožnost ustnega 
sporočanja in sporazumevanja pri pouku tujega jezika?  
A: Zagotovo največ izvajamo pogovor v dvojicah ali v manjših skupinah, razne govorne nastope in 
predstavitve. Imamo tudi kakšno debato, ko ena skupina zagovarja eno mnenje, druga skupina 
nasprotno mnenje, potem pa imamo nekakšen “dvoboj”. 
B: Najbolj učinkovit je govorni nastop, na katerega se učenci predhodno pripravijo, tako da ga vnaprej 
napišejo. Učenci dobijo zelo natančna navodila, kaj morajo napisati in se  potem to naučijo na pamet. 
Z oceno je spodbujeno, da se govorne nastope naučijo na pamet, in do sedaj bi lahko rekla, da se je v 
95 % primerov izkazalo za uspešno. Namreč v začetku šolskega leta sem tudi preverila, koliko se še 
spomnijo od lani, in moram pritrditi, da jim zelo veliko še ostalo v spominu. Govorni nastop je vezan 
na njih same, na primer v 7. razredu morajo znati povedati svoje ime, priimek, starost, opisati svoj 
videz in kaj imajo radi, najljubšo barvo, dan in letni čas. Govorni nastop jim ni všeč, ker je stresen 
zanje; je pa zagotovo učinkovit, saj so na nek način motivirani za dobro oceno. Zelo veliko 
uporabljamo tudi dialog v dvojicah, kjer sami vadijo, jaz pa krožim po razredu in poslušam.  
C: Na gimnaziji je žal zelo malo časa za ustno sporočanje, ker je matura usmerjena v pisni del; in 
sicer 80% mature sestavlja pisni, preostalih 20% pa sestavlja ustni del. Ko pa delamo na ustnem 
sporočanju, je za dijake najboljša možna stvar obisk native speaker-jev, ki se z dijaki v skupinah 
pogovarjajo in se z njimi predvsem pogovarjajo na bolj sproščen način. Namreč, ko so dijaki bolj 
sproščeni, tudi več govorijo. Govor razvijamo v obliki diskusij, ki jih vodim. Dijaki vseh letnikov 
imajo govorni nastop, ki je z vsakim višjim letnikom daljši. Včasih delamo v dvojicah, igranje vlog ne 
izvajamo, dejavnosti ki vključujejo igro res občasno, pogovor o določeni temi v skupinah imamo 
predvsem v nižjih letnikih. Na izražanju lastnega mnenja delamo redno, pa seveda ustno spraševanje. 
Pri vsaki uri ne razvijamo govorne zmožnosti, ker se posvetimo drugim sklopom, kot je slovnica na 
primer. Native speaker-ji prihajajo na šolo vsaj dvakrat ali štirikrat na leto na vsak oddelek.  
D: Z učenci se poskušam čim bolj naravno, spontano pogovarjati in jih spodbujati h govoru, četudi je 
obarvan z napakami. Napako se resnično trudim popraviti na blag način in jih odpravljati na najmanj 
stresen način. Problem nastane pri otrocih, ki delajo res veliko napak, in pri njih bi moral skoraj vsak 
stavek popraviti. Pri takih učencih načeloma počakam do konca in jih potem popravim. Kar se tiče 
govornih dejavnosti, bi izpostavila pogovor z učiteljem, včasih izvajamo igre vlog, dialoge v dvojicah 
tudi delamo, iger ne vključujem. Skupinsko delo in delo v parih izvajamo, delamo pa vsekakor tudi na 
izražanju lastnega mnenja. Večkrat delamo na pripovedovanju določenih zgodb ali na opisu. Govorni 
nastop zagotovo, sicer manj v nižjih letnikih in več v višjih letnikih.  
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Na kakšne načine vzpodbujate tihega učenca za sodelovanje pri govornih dejavnostih? 
Kako prilagajate oblike dela, gradiva in strategije v primeru pasivnega ali anksioznega 
učenca?  
A: Zavedam se, da je treba nekatere učence bolj vzpodbujati kot druge. Humor pomaga, pomaga pa 
tudi to, da učenec ni sprva izpostavljen pred celim razredom, kajti to je lahko zelo stresno. Včasih zato 
pomaga tudi delo v dvojicah ali v manjših skupinah, kot sem že prej omenila, ker se ne čuti tolikšna 
mera izpostavljenosti. Premagati ta strah je zagotovo lažje, vsaj na začetku, z izvajanjem govornih 
dejavnosti med vrstniki. Zato ker so učenci tihi ali pa imajo težavo z govorom, pa še ne pomeni, da 
imajo prilagojena gradiva; gradiva prilagajam kvečjemu pri učencih, ki imajo razne prilagoditve pri 
drugih zmožnostih, na primer pri pisanju. Zagotovo se v razredu pojavljajo bolj tihi učenci, ki ne 
odgovarjajo, ko ponavljamo določeno snov ali pa se poskušajo skriti pri izvajanju govornih dejavnosti. 
Seveda pazim na to, da pridejo, če se le da, v vsaki uri na vrsto vsaj za kakšno stvar, potem jih 
poskušam vzpodbuditi tudi tako, da počakam na odgovor učenca, če ne odgovori takoj, ali pa da 
začnem stavek namesto njega, da dobi začetni zagon. Hkrati pazim, da takšni učenci dobijo lažja 
vprašanja, da jih ne spravim v zadrego. Na začetku se morda pojavljajo učenci, ki težje spregovorijo v 
tujem jeziku, postopoma pa dobijo samozaupanje, tako da tega problema praktično ni.  
B: Vedno s svojim prijaznim, vzpodbudnim odnosom. Dejansko nikoli ne kličem učencev, ko 
dvigujejo roke. V primeru plašnega ali tihega učenca stopim do njega s kimanjem, prijaznim 
pogledom, ali mu/ji rečem: «dobro ti gre» in ga pohvalim. Če ima kdo v razredu neprimerne 
komentarje, to hitro ustavim in jim povem, da je jezik zelo vezan na samo počutje in da ne dovolim, 
da se na kakršenkoli način norčujejo iz napak drugih, če kdo pove kaj nepravilnega ali uporabi kakšno 
nenavadno besedo v razredu. Učencem tudi sama večkrat povem, da čeprav se komu zdi »čudno« ali 
nenavadno govoriti v tujem jeziku, je to pravzaprav najboljši način, da se navadiš govoriti sam jezik. 
Zelo učinkovito se mi zdi tudi ponavljanje v zboru, mi namreč veliko ponavljamo na tak način. Tako 
vsi učenci ponavljajo v skupini, kar je manj stresno. Pri pasivnih učencih prilagajam obliko dela; 
omogočim jim več dialogov v dvojicah, da so manj izpostavljeni. Gradiv ne prilagajam, nihče ne dobi 
lažja gradiva, zahteve so enake za vse. Vidim, da so učenci zelo hvaležni, ker vidijo, da so 
obravnavani enako, res pa je, da šibkejši učenci dobijo še več vzpodbude in pohvale.  
C: Predvsem s tem, da učenec čim več bere. Tisti učenci, ki so zelo zaprti vase, so večinoma tiho, tudi 
v situacijah, ko izražajo svoje mnenje. Te učence je pravzaprav sram pred sošolci, ne toliko pred 
menoj. Predvsem sramežljivi učenci so zelo obremenjeni s tem, da se morajo izražati slovnično 
pravilno. Zdi se mi, da sistem ni ravno naklonjen temu, da bi se govorno sporočanje poudarjalo, glede 
na to da je kar 80% delež mature pisni. Humor zelo pogosto uporabljam, in zdi se mi, da se tako bolj 
sprostijo. Gradiva so za vse učence enaka, jih ne prilagajam. Pri postavljanju vprašanj načeloma 
šibkejši ali bolj sramežljivi učenci dobijo lažja vprašanja, saj s pravilnim odgovorom pridobijo vsaj 
malo na samozavesti, ob tem jih tudi pohvalim.  
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D: Pomembno je, da dijak ne čuti frustracij pri pouku jezika. Delanje napak je namreč sestavni del 
učenja jezika. Če je učenca že na začetku strah delati napake, bo preplašen in čez nekaj časa sploh ne 
bo več želel govoriti. Popravljati je treba vsekakor, potrebno je pa najti pravi način; včasih uspe, 
včasih ne. Tihim učencem je potrebno pomagati pri tvorjenju stavkov, vsaj na začetku, da tako lahko 
pričnejo govoriti. Gradiv ne prilagajam, so za vse enaka; navsezadnje je tudi matura za vse učence 
enaka. Anksiozni učenci so, vendar jih je zelo malo. Takšnega učenca načeloma prosim, da počaka po 
uri, da se v miru pogovorim z njim, in mu povem, da ga ni potrebno biti strah in da mora nekako 
premagati strah, saj bo v življenju mnogo situacij, kjer bo primoran komunicirati z drugimi. Res pa je, 
da ekstremnega primera nisem še imela, in res ne vem, kaj bi naredila v takem primeru.  
Ali tihi (pasivni) učenci raje izvajajo govorne aktivnosti v paru in manjših skupinah ali 
so jim ljubše individualne aktivnosti? Pojasnite.  
A: Mislim, da učenci raje izvajajo govorne dejavnosti v dvojicah ali skupinah, tudi zato, ker se lažje 
“skrijejo”.  
B: Menim, da nekateri učenci raje sami izvedejo določene aktivnosti. To so lahko zelo močni učenci, 
ki veliko vedo, pa jih vendarle moti, da njegov/njen par ne zna tako dobro. Je pa zelo težko 
posploševati.  
C: Individualno stoodstotno. Tudi ko delajo v paru, so popolnoma tiho in čakajo, da kdo drug ponudi 
odgovor. V mislih imam seveda ekstremne primere; v vsakem razredu so to eden ali dva učenca. Ti 
učenci bi se radi na vsak način izognili govoru v tujem jeziku in se skrili pred vsemi. Govorni nastopi 
so za te učence travmatični, ker jih res ne izvajajo radi, poleg tega se morajo predstaviti drugim.  
D: To je odvisno od teme, tipa nalog ali od tipa posameznika. Tihi učenci, ki ne radi izstopajo, zelo 
radi včasih sami delajo, ker imajo svoje predloge, ki jih v skupini morda ne bi upali izraziti, ker niso 
tako prodorni. Drugi tip učencev predstavljajo tisti, ki se radi skrijejo znotraj skupine, v paru pa se 
praviloma ne morejo. 
Katere govorne aktivnosti vzbujajo največjo in najmanjšo mero treme, nelagodja, 
strahu pri pouku? Pojasnite.  
A: Zagotovo sta to govorni nastop in ustno ocenjevanje, ker je posledica teh dveh dejavnosti ocena, ki 
že sama po sebi pomeni stres, ko veš, da si pod zelo natančnim drobnogledom.  
B: Govorni nastop in spraševanje za oceno. Včasih nekateri učenci tudi planejo v jok, vendar jim 
večkrat pojasnim, da če se ta trenutek ne spomniš odgovora, to še ne pomeni, da ne boš dobil odlične 
ocene. Veliko jim dam tudi možnost, da oceno zvišajo, če bi radi imeli odlično. Veliko se 
pogovarjamo o tem, kako doživljajo spraševanje.  
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C: Največjo mero treme zagotova vzbuja govorni nastop, ker učenci ne smejo brati iz lista, hkrati pa 
zato ker ga/jo vsi opazujejo. Istočasno jih ocenjujem, tako da govorni nastop zagotovo predstavlja 
največji napor za učence. Omenila bi še ustno spraševanje. Najmanjšo mero treme pa imajo učenci pri 
branju besedil naglas.  
D: Največ nelagodja jim povzroča spraševanje med uro, ustno spraševanje še toliko bolj, ker je 
prisotno ocenjevanje. Nerazumevanje povzroča otroku veliko frustracij, saj je to zanje veliko bolj 
stresno kot to, da nečesa ne zna. Zelo veliko stresa jim povzroča govorni nastop, ker se morajo 
količinsko veliko naučiti na pamet; ne dovolim, da berejo z lista. Težko bi izpostavila tiste aktivnosti, 
ki jim povzročajo najmanj stresa. Vedno ko so govorno izpostavljeni, so večinoma vsaj malo v 
nelagodju, ker jih drugi poslušajo in zaradi ocenjevanja. Vedno so učenci, ki radi govorijo in tisti, ki 
res nikoli nič ne rečejo.  
Kateri so po vašem mnenju ključni vzroki za pojav tesnobe, strahu ali treme pri TJ pri 
učencih? (npr.: nizka motivacija za delo, zmotna prepričanja, da je treba imeti določen 
talent za učenje tujih jezikov, nizka samopodoba, visoka pričakovanja staršev, 
ocenjevanje, ipd.)?  
A: Zagotovo je nizka sampodoba na prvem mestu. Med vzroki nizke samopodobe pa seveda lahko 
najdemo tudi visoka pričakovanja staršev, tako da so sami vzroki lahko zelo povezani med seboj. 
Učenec ima lahko namreč zmotna prepričanja, da ni talentiran za učenje tujih jezikov in posledično 
temu verjame. Moram omeniti tudi nizko motivacijo za delo, saj nekateri starši šolskemu delu ne 
pripisujejo dovolj pozornosti. Druga možnost je tudi to, da je v skrajnih primerih otrok prepuščen sam 
sebi in starši že v domačem okolju niso izpostavili pomena dela, učenja in seveda znanja kot vrednote 
same po sebi. Če ima tak učenec obenem še učne težave, bo še manj motiviran, saj bo moral delati več 
in ne manj, da bo dosegel enak rezultat v primerjavi z nekom, ki že razume določeno snov. Trenutno 
imam v razredu učenko, ki je native speaker v angleščini, pa ima vendarle tremo pri spraševanju pri 
angleščini, in se trese kot »šiba na vodi«, tako da jo moram spraševati izven razreda zaradi izredno 
velike mere strahu pri spraševanju. Torej, izvor tesnobe in strahu ni nujno pogojen z nižjimi 
sposobnostmi ali nizko motivacijo za delo. Skratka, je odvisno od primera do primera.  
B: Učenci poskušajo ugotoviti predvsem, kaj učitelj pričakuje od njih samih. Velikokrat jim učitelji ne 
povemo jasno, kaj pričakujemo in to jih velikokrat popolnoma zbega. Če učitelj jasno zastavi cilje, 
potem mislim, da je pri učencu manj treme. Nekateri učenci včasih menijo, da nimajo talenta za jezike, 
kar potem hitro razčistimo in povemo, da talent ne obstaja; res pa je, da so nekateri bolj slušni tip in 
lažje imitirajo jezik kot na primer ostali učenci. Vzrok se lahko skriva tudi v pričakovanjih staršev, 
vendar tu moram omeniti, da je španščina izbirni predmet in točkovno ni vezana na vpis v srednje 
šole. Menim da trema ni pogojena z nizko motivacijo, saj je v takem primeru učencu bolj ali manj 
čisto vseeno. Bolj kot se potrudijo, večjo tremo, menim, da občutijo. Ocenjevanje je zagotovo ključen 
dejavnik. Kar se tiče kategorije nizke samopodobe pri osnovnošolcih, bi težko karkoli izpostavila, saj 
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so otroci še odraščajoča bitja, ki so v procesu razvoja. Pri njih je vse postavljeno na še zelo trhlih 
temeljih.  
C: Nizka samopodoba zagotovo in prepričanje, da mora biti govor gramatično pravilen, preden 
karkoli poveš. Mislim, da to naš šolski sistem izredno spodbuja.  
D: Menim, da je strah, trema ali tesnoba v večini primerov pogojena z nenaučenostjo, negotovostjo v 
lastne sposobnosti. Po mojih izkušnjah je tako, da če je dijak naučen, je potem tega strahu manj; še 
vedno pa je prisoten. Izvora strahu ne bi povezovala z nizko motivacijo, mogoče bi še najbolj 
izpostavila nizko samopodobo. Če si se dobro naučil in si stoodstotno prepričan vase, potem te je 
bistveno manj strah kot sicer.  
Kateri so tipični znaki anksioznosti pri TJ, ki jih zaznavate pri posameznem učencu?  
A: Pri učencih najbolj opazim tresenje in potenje, to zagotovo. Pri nekaterih se zelo pozna na dihanju 
in glasu, seveda. Nekateri govorijo zelo potihoma, večinoma gledajo v tla, sedijo sključeno in »sami 
vase zlezejo«, če se lahko tako izrazim.  
B: Pri govornem nastopu se bolj plašni učenci celo nekoliko zibljejo med samim nastopom. Ravno 
zato za učence predhodno izpeljem nastop, da učenci vidijo, kako naj bil sam nastop izgledal, da se 
tako lahko bolje vnaprej pripravijo. Tudi po končanem govornem nastopu si za vsakega učenca 
vzamem približno sedem minut za komentar, vedno pa je zelo veliko pohval. Kar zadeva ostale znake, 
velikokrat opazim rdeča lica pri učencih in steklen pogled, tako da že na obrazih učencev prepoznam, 
da so prestrašeni. Nekateri učenci imajo bolj rdeča lica, nekateri pa bledico. Zgodi se, da se plašni 
učenci tudi tresejo, imajo tišji glas, ali pa celo planejo v jok pri spraševanju. V takem primeru učenca 
potolažim in poudarim, da ima vedno možnost za zvišanje ocene, če bo le izrazil željo.  
C: Prva stvar, ki jo opazim, je neke vrste »zategnjenost«, togo telo, kar zelo hitro opazim pri učencih. 
Tresejo se ne, nekateri zelo hitro govorijo, nekaterim se zatika; posamezni učenci se ustavijo in morajo 
nekoliko zadihati vmes. To so ekstremni primeri.  
D: Včasih ugotoviš, da se otroci res tresejo; da postanejo vsi rdeči v obraz. Pri govoru se jim zatika, 
kar bi mogoče lahko povezovali tudi z jecljanjem. Pokanje s členki tudi opazim ali ovijanje las pri 
določenih učencih.  
Kako odreagirate, če se govorno šibkejši učenec preveč opira na rabo materinščine pri 
govornih dejavnostih?  
A: Ga vzpodbudim na način, da mu ponudim možnost, da pove še enkrat v angleščini ali pa ponudim 
možnost komu drugemu, da odgovori namesto njega/nje.  
 107 
B: Pri dejavnostih, ki zahtevajo izražanje mnenja, jim vedno dam možnost, da lahko povejo v 
slovenščini, če ne znajo v tujem jeziku, in potem skupaj prevedemo. Velikokrat se zatakne ravno zato, 
ker učencem primanjkuje poznavanja besedišča. Lastno mnenje seveda imajo, ampak ga velikokrat ne 
morejo izraziti, ker nimajo besed. Ravno zato jim napišem določene izraze na tablo, ki jih potem lahko 
uporabijo ali pa naknadno dodatno dopišem določeno besedišče sproti in skupaj prevedemo. V 
osnovni šoli resda nimajo veliko besedišča, lahko pa veliko utrjujejo. 
C: To se sicer redko dogaja. Zelo redko se zgodi, da bi kateri učenec začel govoriti v slovenščini, 
razen pri posameznih besedah, ki jih še ne poznajo, uporabijo slovenski prevod. V primerih pretirane 
rabe materinščine se nasmehnem in učence opozorim, da je to pouk angleščine. Vedno skušam vpeljati 
humor, včasih mi uspe, včasih ne.   
D:  Sploh v nižjih letnikih prihaja do tega, ker učencem primanjkuje poznavanje besed v tujem jeziku. 
Učencem ravno zato povem, da operiramo z besediščem, ki ga morajo poznati. To, da me ne 
razumejo, samo pomeni, da se res niso dobro naučili. Tudi zato dijake poskušam spodbuditi, da se čim 
več besedišča naučijo, da bodo znali komunicirati v jeziku. Materni jezik je zagotovo najbolj varen in 
velikokrat opazim, da bi učenci kaj želeli povedati, vendar (še) ne znajo. Če se želiš z učenci 
pogovarjati, moraš dopustiti tudi materinščino, kar se mi ne zdi narobe. Otroci, ki večinoma govorijo v 
slovenščini, je treba redno popravljati in jim pomagati pri besedišču.  
Kako odreagirate, če učenec stori napake pri izvajanju govornih dejavnosti? (npr.: jih 
prekinete in popravite, popravite kasneje, prosite učence, da popravijo, ne popravite).  
A: Zelo odvisno od tipa dejavnosti. Pri govornih nastopih, kjer učenec nastopa, ga ne prekinjam. 
Sama si sproti zapišem opombe, po končanem nastopu pa najprej prosim ostale učence, da povejo, 
katere napake so sami zaznali med poslušanjem, potem pa še jaz dodam svoj komentar ob koncu 
govornega nastopa. Na koncu govornega nastopa skupaj z ostalimi učenci pokomentiramo, kaj smo 
slišali in tudi videli. Pri krajših govornih aktivnostih pa sproti popravim; na primer ko postavim 
vprašanje in učenec ponudi odgovor, vedno popravim sproti. Se zgodi, da kakšne manjše napake ki 
niso tako pomembne, včasih tudi ignoriram. 
B: To je odvisno od ciljev vsake ure. Ko utrjujemo slovnične oblike, popravljam. Pri govornem 
nastopu ali pri izražanju mnenja vedno počakam, da povedo do konca in takrat izpostavim napake. 
Med pogovorom z razredom, ko se samo pogovarjamo, pa načeloma ne popravim.  
C: Včasih ignoriram, včasih pa počakam, da učenec utihne in potem popravim. Včasih pa tudi prosim 
za pomoč ostale učence in jih vprašam, kako bi lahko določen stavek na primer izboljšali. Odvisno od 
situacije. Nikoli pa ne prekinjam, ker se mi ne zdi učinkovito. Če učenec ponavlja določeno napako, 
ga seveda popravim in pri tem uporabim poved, ki ga je učenec uporabil in izpeljem pravilen stavek. 
Pri tem opažam, da potem učenci napako razumejo in jo prepoznajo.  
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D: To je zelo odvisno od posameznega učenca. Nekateri so zelo hvaležni, da jih popraviš, in se bodo 
takrat tudi veliko naučili, nekoga pa moraš večkrat v enem stavku popraviti. Tu je potrebno najti 
ravnovesje, kar je včasih izredno težko. Otrok potrebuje informacijo o tem, kaj je bilo narobe, saj 
lahko le tako napako popravimo. Včasih počakam do konca in popravim, včasih pa sproti. Občasno pa 
tudi raje ne popravim, ker bi tako prekinila miselni proces in nehote preprečila, da bi učenec sploh kaj 
povedal. Pri vsakemu otroku je potrebno najti čim manj stresen način, da bo lahko dosegel čim več. V 
množici učencev se lahko zanašam le na svoje občutke, kdaj in kako popraviti, nekateri so pravilni, 
nekateri ne.     
Ali menite, da ustno ocenjevanje (negativno) vpliva na odnos učenca do tujega jezika in 
samo razpoloženje pri izvajanju govornih aktivnosti? Argumentirajte.  
A: Vsakršno ocenjevanje lahko vpliva negativno ali pozitivno na učenca. Pozitivno zagotovo vpliva 
na učence, ki imajo dobro samopodobo in ocenjevanje to samo še potrjuje, negativno pa vpliva na tiste 
učence, ki imajo težave. Nekatere učence slaba ocena motivira in jih vzpodbudi, da se bodo vnaprej 
bolje potrudili, nekatere pa slaba ocena še bolj »zatolče«. V takšnih primerih ima učenec posledično še 
manj volje.  
B: Ne. Opažam, da učenci potrebujejo določene zahteve in potem jim moraš nekako dopovedati, da je 
treba te zahteve tudi izpolniti. Na ta način učenci dobijo znanje in so ponosni sami nase. Res pa je, da 
je stresno in zoprno zanje, vendar učenci ta strah premagajo. Tako da menim, da ocenjevanje motivira 
učence in ne vpliva negativno na odnos učenca do jezika.  
C: Če bi bili govorni nastopi neocenjeni, bi bili učenci najverjetneje bolj sproščeni. Ker pa naš sistem 
spodbuja zunanjo motivacijo, resnično ne vem, kako bi se izšlo. Vem, da bi nekateri učenci zagotovo 
izpeljali odličen nastop, četudi bi bil le-ta neocenjen, nekateri pa ga zagotovo ne bi naredili. To je 
dvorezen meč.   
D: Osebno menim, da ne, ker so praviloma njihove ustne ocene boljše od pisnih. Ustne ocene 
načeloma ne povzročajo toliko frustracij tistim učencem, ki že vedo, da se niso učili, in potemtakem 
tudi nimajo takega strahu pred neuspehom, ker že vedo, kaj pričakovati. Sprašujem nenapovedano, in 
sicer vsak učenec dobi tri »male ocene«, in potem učencu na koncu povem katero oceno bi mu dala, in 
ga vprašam, če se seveda z oceno strinja ali ne. V primeru, da se nekdo ne strinja z ustno oceno, 
določim datum za ustno spraševanje, in tako učenec pridobi boljšo oceno, če želi. Ker je torej 
spraševanje nenapovedano,  je ocena zelo odvisna od sprotnega dela pri pouku, kajti glavnina učencev 
se ne uči sproti.  
Ali pri pouku tujega jezika kdaj izvajate z učenci dihalne vaje za premagovanje treme 
ali katero druge tehnike sproščanja?  
A: Čisto vsakemu posebej ne dajem napotkov, ker niti ni dovolj časa. Pri učencih, ki imajo veliko 
tremo, jim načeloma povem, naj se sprostijo, naj dvakrat globoko vdihnejo, in naj začnejo, ko bodo 
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pripravljeni. Dihalne vaje načeloma ne uporabljam, mislim pa, da učence sprosti kakšen humor, to 
imam najraje. Opažam tudi, da ko se malo pohecam, se učenci nasmejijo, in jih to tudi že sprosti.  
B: Tega ne izvajam, res ne, bi mi bilo pa zanimivo kdaj poskusiti v razredu skupaj z učenci. Najbrž bi 
kateri učenec to res uporabljal. Vedno pa izvedem pripravo na govorni nastop ali predstavitve že 
predhodno v razredu.  
C: Pred govornimi nastopi učence spomnim na položaj telesa in dihanje s trebušno prepono. To mene 
osebno zanima in menim, koristi tako meni kot učencem. Nekateri dijaki to upoštevajo, nekateri pa ne.  
D: Občasno, ko opazim, da so otroci nemirni, naredimo kratko največ petminutno pavzo, vodene 
vizualizacije, ko zapremo oči in se predvsem osredotočimo na dihanje, kar se je že izkazalo za zelo 
učinkovito v razredu. To ponavadi izvedem nekje na sredini učne ure, ko učencem koncentracija pade 
in so njihove misli povsod drugje le pri pouku ne.  
Katere preventivne ukrepe uporabljate pri svojih urah, da bi čim bolj zmanjšali občutke 
strahu in nelagodja pri svojih učencih? 
A: Humor, zagotovo. Včasih opazim kakšnega učenca, ki ima veliko treme, in v takem primeru mu 
rečem, naj si prinese stol, ko je vprašan. Nekateri učenci to potem tudi naredijo, ker jim je lažje. 
Načeloma, ko so učenci vprašani, stojijo, ker tudi kaj napišejo na tablo. Ob ustnem spraševanju imajo 
nekateri tipične znake treme ali strahu, saj neprekinoma »plešejo pred tablo«, delajo korake levo-
desno, nekateri se prav sprehajajo pred tablo, tri korake v levo in v desno.   
B: Velikokrat je zelo zelo pomemben ton glasu; mora biti vzpodbujajoč in prijazen.  Osebnost učitelja 
je tu zelo pomembna. Tudi humor, vendar sama nimam dobrega smisla za humor, mi je pa všeč. Ko se 
kdaj določeni učenci pošalijo, se vedno iz srca nasmejim, in to me sploh ne moti, dokler seveda ne 
prestopijo meje. V takšnem primeru jim to seveda vedno povem.  
C: V razredu večkrat poudarim, da je pri učenju tujega jezika izredno pomembno sprotno in redno 
delo. Potemtakem razloga za strah ni. Poudarjam tudi, da vedno lahko pridejo na konzultacije. Pri 
anksioznih dijakih, ki imajo res velike blokade, ustno spraševanje poteka izven razreda. Za govorni 
nastop učencem predlagam, da vadijo pred ogledalom, ali pa da se posnamejo. Nekateri učenci so mi 
povedali, da jim je govorna vaja pred ogledalom zelo neprijetna, eden ali dva učenca sta mi pa rekla, 
da jima takšna govorna vaja pomaga, in da jima je bilo potem lažje.  
D: Preventivnih ukrepov ni; gre predvsem za odnos, ki ga z učenci gradiš od prve ure dalje. Učitelj 
mora biti to kar je, zvest samemu sebi, in iskren do samega sebe. So situacije, ko moraš biti strog, in 
so situacije, ko moraš biti razumevajoč. Učitelj pa mora seveda pri določenih zadevah biti odločen in 
zelo jasno postaviti mejo v razredu. 
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Kateri so po vašem mnenju torej ključni dejavniki za pozitivno ozračje pri izvajanju 
govornih dejavnosti pri pouku tujega jezika?  
A: Zame je vzdrževanje discipline na prvem mestu. Kot drugo bi omenila pomen dobre razlage; da pri 
učencih dosežeš, da so snov razumeli. Kot tretji dejavnik pa menim, da je občasno humor zelo dober, 
saj se učenci lahko sprostijo, in je tako tudi motivacija, da te učenci poslušajo, večja. Kakorkoli, vsaka 
ura ne more enako dobro uspeti, saj na to vpliva več dejavnikov; učitelj ni vedno enako dobro 
razpoložen in nekatera snov je vedno lahko bolj zoprna ali dolgočasna za učence. Če učenci vedo, da 
so tekom vseh ur, vmes tudi ure, ko jih učitelj sprosti z določenimi zabavnimi vložki, potem so bolj 
pripravljeni, da se bodo naučili tudi snov, ki ji niso tako naklonjeni, ali pa jim je morda dolgočasna.   
B: Odprtost sogovornika, v tem primeru učitelja, je ključna. To pomeni, da je učitelj pripravljen 
odprto in aktivno poslušati. Pomembno je omeniti tudi to, da učitelj poskuša vzdrževati primerno 
disciplino, in da zna jasno zaustaviti kakršnekoli oblike norčevanja ali posmeha, ko nekdo govori v 
tujem jeziku v razredu.  
C: Humor in dostopnost učitelja. Dejstvo je, da so ti nekateri učenci lahko bolj simpatični kot drugi, 
vendar bi tu izpostavila enakopraven odnos učitelja do vseh učencev, ki ne sme vplivati na potek 
ocenjevanja. Poudarjati je treba, da v razredu vsak lahko stori napako, ne le učenec, temveč tudi 
učitelj. Nihče ne zna vsega in tudi sama se vsak dan naučim kakšno novo besedo ali pa jo preverim v 
slovarju. Učencem se istočasno želim pokazati kot človek inhkrati kot nekdo, ki vendarle zna več kot 
oni. To morajo učenci na določenem nivoju upoštevati, da lahko skupaj uspešno gradimo na končnem 
rezultatu.  
D: Učence ne sme biti strah delati napak, to pa temelji na odnosu, ki ga učitelj z učenci zgradi. 
Pomembno je, da znaš ustvariti okolje, ki ni “kritikantsko”, in da se seveda učenci zavedajo, da imajo 
vedno možnost popraviti ali izboljšati oceno. Moj nasvet za mladega učitelja je:« Bodi to, kar si in ne 
igraj«. Če si po naravi strog, bodi strog učitelj, če si mil, ne igraj strogega učitelja. Najslabše kar lahko 
narediš, je da poučuješ na način, ki ni tebi lasten. 
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Appendix 2: Parental Consent: Fulfillment of the questionnaire for primary school 
learners for the needs of the Master Thesis Research.  
 
SOGLASJE ZA REŠEVANJE VPRAŠALNIKA O PREPOZNAVANJU TREME IN STRAHU PRI POUKU 
TUJEGA JEZIKA ZA POTREBE RAZISKAVE PRI MAGISTRSKEM DELU 
 
Pozdravljeni, 
Sem Kim Valentinčič, absolventka magistrskega študija angleščine in španščine na Filozofski 
Fakulteti v Ljubljani. V sklopu priprave magistrskega dela, bi Vas prosila za pomoč pri dokončanju 
magistrskega študija.  
Vljudno Vas prosim za vaše soglasje pri reševanju vprašalnika. Vprašalnik je popolnoma anonimen, 
rezultate  bom uporabila izključno za potrebe magistrske dela.  
Za soglašanje in sodelovanje se vam najlepše zahvaljujem!  
 
Dovoljujem, da moj otrok ________________________ iz _____ razreda iz OŠ n.h. Maksa Pečarja  
izpolni anketo na temo Prisotnost anksioznosti pri razvijanju govornih zmožnosti pri pouku tujega 
jezika za namene dokončanja magistrskega študija. 
 
Podpis: ____________________________________________ 
Kraj in datum: __________________________ 
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Appendix 3: A questionnaire on speaking anxiety in a foreign language classroom. 
 
ANKETNI VPRAŠALNIK ZA UČENCE O PREPOZNAVANJU TREME IN STRAHU                                  
PRI USTNEM SPOROČANJU PRI POUKU TUJEGA JEZIKA 
Sem Kim Valentinčič, absolventka angleščine in španščine na Filozofski Fakulteti v Ljubljani. V 
okviru magistrske naloge, katere tema je Prisotnost anksioznosti pri razvijanju govornih zmožnosti 
pri pouku tujega jezika želim podrobneje raziskati anksioznost pri tujejezikovnem ustnem sporočanju 
v razredu. 
Reševanje vam ne bo vzelo veliko časa, vaši odgovori pa bodo zelo dragoceni pri razjasnjevanju 
problematike, s katero se ukvarjam. Vaši odgovori so popolnoma anonimni. 
Prosim, da najprej odgovoriš na vprašanja, ki se nanašajo na demografske podatke. 
 
Spol:   M     Ž 
Starost:  _________________ 
Šola, ki jo obiskuješ: ____________________ 
Razred, ki ga obiskuješ: ____________________ 
Zaključna učna ocena v prejšnjem šolskem letu pri angleščini: _______ 
Zaključna učna ocena v prejšnjem šolskem letu pri španščini:  _______ 
 
1. Poskusi se spomniti, kaj občutiš, ko imaš tremo ali strah. Ustrezno obkroži 3 trditve in/ali 
dopiši na črto9.  
 
a) telesno dogajanje: tresenje, napetosti v določenih delih telesa, mraz, toplota, potenje, 
cmok v grlu, pogosto tiščanje na vodo, razbijanje srca, slabši vid, plitko dihanje, globoko 
dihanje 
 drugo:_______________________________________________________ 
 
b) govorno dogajanje: tišina, kratki nepopolni stavki, zatikanje, hitro zaključim govor, 
neustavljivo hihitanje, izogibanje v komunikaciji s sošolci in/ali z učiteljem 
 drugo     ____________________________________________________________ 
2. Poskusi se spomniti, kaj občutiš, ko imaš tremo ali strah. Ustrezno obkroži  LE eno črko: 
a), b), c) ali d) in dopiši na črto, v primeru, da si obkrožil/a odgovor d).   
čustveno stanje:  
a) žalost, občutek negotovosti, občutek nesposobnosti, zaskrbljenost 
b) strah, panika, tesnoba 
c) jeza, razdražljivost, nepotrpežljivost, nezadovoljstvo, 
d) drugo: _____________________ 
stanje misli:  
a) brez misli,  
b) veliko misli, hitro mišljenje, povečana koncentracija,  
c) težave z zbranostjo, miselna neučinkovitost, neuspešnost, negativne misli,  
d) drugo : ________________________ 
                                                 
9
  Naloge 1-7 so povzete po: Valentinčič in Velikonja (2003).  
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3. Ustrezno obkroži LE en odgovor: a), b) ali c).  
Čas trajanja treme:  
a) pred pričetkom stresne situacije                             c) samo na začetku govorne dejavnosti      
b) po prenehanju stresne situacije 
4. Ustrezno obkroži 3 trditve ali dopiši na črto. Ali lahko tremo ali strah prikriješ? Na kakšne 
načine to počneš?  
z odličnim nastopom, s kazanjem arogance, z zabavanjem razreda, z nasmeškom, s hihitanjem, z 
nezanimanjem za obravnavano temo v razredu, drugo   
__________________________________________________________________________________ 
5. Ustrezno obkroži tisto trditev, s katero se najbolj strinjaš. Trema mi je najbolj v pomoč 
pri: 
zbranosti v razredu, govornem nastopanju, izvajanju govornih dejavnosti, trema mi ni v pomoč  
__________________________________________________________________________________ 
6. Ustrezno obkroži tisto trditev, s katero se najbolj strinjaš. Trema me najbolj ovira pri: 
zbranosti v razredu, govornem nastopanju, izvajanju govornih dejavnosti, trema me ne ovira  
 _________________________________________________________________________________ 
7. Ustrezno obkroži eno trditev ali dopiši na črto. Kako se počutiš, ko trema in stresno 
dogajanje preneha? 
veselo, žalostno, pomirjeno, izčrpano, zaspano, jezno, drugo  
___________________________________________________________________________ 
8. Ustrezno obkroži. Ko govorim v tujem jeziku v razredu imam težave (s/z)10:  
(1 = nikoli nimam teh težav, 2 = redko imam te težave, 3 = včasih imam te težave, 4 = pogosto imam 
te težave, 5 = vedno) 
Obrazložitev:  
 PRIMER: 
1- nikoli Pri nobeni govorni dejavnosti v razredu ne občutim strah ali tremo. 
2- redko Izjemoma občutim strah ali tremo, LE v redkih okoliščinah.  
3- včasih Strah ali tremo občutim od časa do časa, vendar ne pogosto. 
4- pogosto Pri večini govornih dejavnosti občutim strah ali tremo. 
5- vedno  Pri vseh govornih dejavnostih občutim strah ali tremo.  
 
strahom pred delanjem napak 1  2  3  4  5 tekočnostjo (ker se ne znam odzvati dovolj 
hitro) 1  2  3  4  5 
strahom pred odzivom učitelja 1  2  3  4  5 s slovnico (preveč razmišljam, kako bom kaj 
pravilno rekel)    1  2  3  4  5 
strahom pred odzivom sošolcev (norčevanje, posmeh, ipd.) 
 1  2  3  4  5 
ker ne vem, kaj naj rečem 1  2  3  4  5  
strahom pred govornim nastopom 1  2  3  4  5 ker mi učitelj ne nameni dovolj časa, da bi 
govoril 1  2  3  4  5 
izgovorjavo 1  2  3  4  5 ker ne razumem, kaj govorijo drugi 
1  2   3  4  5 
besediščem (spomniti se ustrezne besede) 1  2  3  4  5  
 
                                                 
10
  Vir: Šifrar Kalan (2008: 302).  
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9. Zakaj meniš, da občutiš tremo ali strah pri govornih aktivnostih v razredu? Obkroži 2 
trditvi, s katerima se najbolj strinjaš.   
 
a) pomanjkanje samozavesti, občutki negotovosti, sramežljivost 
b) premalo vaje, prakse 
c) pomanjkanje znanja slovničnih pravil in besedišča 
d) strog učitelj 
e) visoka pričakovanja staršev 
Drugo: ____________________________________________________________ 
 
10. Označi, kako rad/a izvajaš določene dejavnosti pri pouku tujega jezika.11 Obkrožite 
številko, ki to najbolje opiše. Če si obkrožil/a trditev z oceno 4 ali 5, pojasni odgovor na 
črto.  
1 = Mi je zelo všeč. 
2 = Mi je všeč.  
3 = Mi je še kar všeč.  
4 = Ni mi všeč.  
5 = Mi sploh ni všeč.  
 
govorni nastop pred razredom 1 2 3 4 5 _____________________________________ 
pogovor o temi v skupinah 1 2 3 4 5 _______________________________________________ 
pogovor z vsemi sošolci in učiteljem 1 2 3 4 5 ________________________________________ 
dialogi v dvojicah 1 2 3 4 5 _______________________________________________________ 
igranje vlog 1 2 3 4 5 ____________________________________________________________ 
dejavnosti, ki vključujejo igro 1 2 3 4 5 ______________________________________________ 
odgovarjanje na kratka učiteljeva vprašanja 1 2 3 4 5 __________________________________ 
opisovanje slikovnega gradiva 1 2 3 4 5 ___________________________________________ 
ustno povzemanje zgodb (ustne obnove obravnavanih besedil) 1 2 3 4 5 
____________________________________________________________________________ 
izražanje lastnega mnenja 1 2 3 4 5 ________________________________________________ 
tvorba novih krajših govornih besedil ali dialogov s podanimi opornimi besedami (namigi) 1 2 3 4 5 
_____________________________________________________________________________ 
ustno spraševanje za oceno 1 2 3 4 5 _______________________________________________ 
11. 
Ali se raje učiš angleščino ali španščino? Pojasni odgovor na črto.  
__________________________________________________________________________________
__________________________________________________________________________________ 
 
                                                 
11
 Prirejeno po: Šifrar Kalan (2008: 302).  
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Katera govorna dejavnost pri pouku je zate najbolj stresna? Pojasni odgovor na črto. 
__________________________________________________________________________________
__________________________________________________________________________________ 
Kakšen odnos imajo sošolci in učitelj do tvojih napak pri govorni dejavnosti? (npr. pozitiven, 
negativen, posmeh, norčevanje, učitelj me popravi, učitelj ignorira napake, drugo) 
__________________________________________________________________________________
__________________________________________________________________________________ 
Ali pri pouku tujega jezika kdaj izvajate dihalne vaje za premagovanje treme ali katero druge tehnike 
sproščanja? 
__________________________________________________________________________________ 
Kako bi lahko ti in učitelj pripomogla k zmanjševanju treme in strahu pri govornih dejavnostih pri 
pouku tujega jezika? Imaš kakšen predlog? 
__________________________________________________________________________________
__________________________________________________________________________________
__________________________________________________________________________________ 
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Appendix 4: Interview questions for primary and secondary school foreign language 
teachers. 
 
PRISOTNOST ANKSIOZNOSTI PRI RAZVIJANJU GOVORNIH ZMOŽNOSTI PRI 
POUKU TUJEGA JEZIKA 
INTERVJUJI Z UČITELJI TUJEGA JEZIKA ANGLEŠČINA IN ŠPANŠČINA 
 
 Katere govorne dejavnosti po vašem mnenju uspešno razvijajo zmožnost ustnega 
sporočanja in sporazumevanja pri pouku tujega jezika?  
 Na kakšne načine vzpodbujate tihega učenca za sodelovanje pri govornih dejavnostih? 
Kako prilagajate oblike dela, gradiva in strategije v primeru pasivnega ali anksioznega 
učenca?  
 Ali tihi (pasivni) učenci raje izvajajo govorne aktivnosti v paru in manjših skupinah ali 
so jim ljubše individualne aktivnosti? Pojasnite.  
 Katere govorne aktivnosti vzbujajo največjo in najmanjšo mero treme, nelagodja, 
strahu pri pouku? Pojasnite.  
 Kateri so po vašem mnenju ključni vzroki za pojav tesnobe, strahu ali treme pri TJ pri 
učencih? (npr.: nizka motivacija za delo, zmotna prepričanja, da je treba imeti določen 
talent za učenje tujih jezikov, nizka samopodoba, visoka pričakovanja staršev, 
ocenjevanje, ipd.)?  
 Kateri so tipični znaki anksioznosti pri TJ, ki jih zaznavate pri posameznem učencu?  
 Kako odreagirate, če se govorno šibkejši učenec preveč opira na rabo materinščine pri 
govornih dejavnostih?  
 Kako odreagirate, če učenec stori napake pri izvajanju govornih dejavnosti? (npr.: jih 
prekinete in popravite, popravite kasneje, prosite učence, da popravijo, ne popravite).  
 Ali menite, da ustno ocenjevanje (negativno) vpliva na odnos učenca do tujega jezika 
in samo razpoloženje pri izvajanju govornih aktivnosti? Argumentirajte.  
 Ali pri pouku tujega jezika kdaj izvajate z učenci dihalne vaje za premagovanje treme 
ali katero druge tehnike sproščanja?  
 Katere preventivne ukrepe uporabljate pri svojih urah, da bi čim bolj zmanjšali 
občutke strahu in nelagodja pri svojih učencih? 
 Kateri so po vašem mnenju torej ključni dejavniki za pozitivno ozračje pri izvajanju 
govornih dejavnosti pri pouku tujega jezika? 
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Appendix 5: A Questionnaire on recognizing stage fright.
12
 
 
Prepoznavanje treme: (ustrezno obkroži ali dopiši) 
 
1) Ob katerih priložnostih imaš tremo? Je to v šoli, doma, v družbi sovrstnikov, na prvem 
zmenku, ko imaš javen nastop, 
drugo.………………………………………..………………………..….. 
 
2) Poskusi se spomniti, kaj se v tebi dogaja oz. kaj občutiš, kadar imaš tremo: 
 
o telesno dogajanje: notranje tresenje, zunanje tresenje, napetosti v določenih 
delih telesa (katerih?), mraz, toplota, potenje, driska, zaprtje, motnje v 
prehranjevanju, pogosto tiščanje na vodo, razbijanje srca, šumenje v glavi, 
slabši vid, plitko dihanje, globoko dihanje, porast energije, upad energije, 
drugo…………………………………………… 
 
o čustveno stanje: občutek negotovosti, panika, strah, občutek nesposobnosti, 
tesnoba, nemir, napetost, zaskrbljenost, potrtost, razdražljivost, 
nepotrpežljivost, nezadovoljstvo, jeza, težave v komunikaciji, težave v odnosih 
z ljudmi, 
drugo………………………………………………………………………….…
………. 
 
o stanje misli: brez misli, veliko misli, počasno mišljenje, hitro mišljenje, 
povečana koncentracija, težave z zbranostjo, miselna neučinkovitost, 
neuspešnost,  
drugo……………………………………………………………………………. 
 
3) Čas trajanja treme:  
Ves čas, samo na začetku, po prenehanju stresne situacije, pred pričetkom stresne 
situacije, v več zaporednih fazah, 
drugo……………………………………………..…………………………... 
 
4) Ali lahko tremo prikrijete? Na kakšne načine to počnete? 
S suverenim nastopom, s kazanjem arogance, z igranjem pavlihe, z nasmeškom, z 
nezanimanjem za okolje, s čustveno odsotnostjo, 
drugo…………………………………………………….……...................................... 
 
5)  Trema mi je v pomoč pri: 
   zbranosti, motivaciji, hitrosti mišljenja, učinkovitosti, uspešnem nastopanju, 
drugo…………………………………………………………………………………… 
 
6)   Trema me ovira pri: 
zbranosti, motivaciji, hitrosti mišljenja, učinkovitosti, uspešnem nastopanju, 
čustvenem ravnovesju, 
drugo…….………………………………………………………………………..…. 
 
7)   Kako se počutite, ko trema in stresno dogajanje preneha? 
Veselo, prazno, izčrpano, izpolnjeno, pomirjeno, zaspano, upad energije, porast 
energije, 
drugo……………………………………………………………………………… 
                                                 
12
 Valentinčič and Velikonja (2003).  
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Izjava o avtorstvu 
 
Izjavljam, da je magistrsko delo v celoti moje avtorsko delo ter da so uporabljeni viri in 
literatura navedeni v skladu s strokovnimi standardi in veljavno zakonodajo.  
  
Ljubljana, 4. 3. 2019                                                                                       Kim Valentinčič 
 
 
 
 
 
 
 
 
